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DEDICATION 
I would like to dedicate this dissertation to the memory of Thomas Jefferson, 
Horace Mann, John Dewey, John Passmore, John Rawls and Albert Schweitzer. Each of 
these individuals firmly believed in the power of every person to become a complete and 
ethical human being through education. Each firmly believed in the ability of every 
person to govern himself and others honestly, fairly and decently through an enlightened 
democratic process. Each has demonstrated a hunger for justice, and a reverence for 
humanity and life. Their beliefs are affirmations of life that have been tested time and 
again by the vehement attack, both subtle and patent, of false leaders and false prophets, 
who, in effect, negate humanity and life itself. 
This dissertation is also dedicated to those, past and present, both known and 
unknown to us, who have tried to further those beliefs in their own lives. Those who 
know that the most important investment a just and democratic society can make is in the 
education of its children. They know that each child has the potential to repay that 
investment many times over, and that to fail to thus endow them impoverishes both the 
child and society beyond comprehension. Those who know they cannot rest easily living 
in a mansion when others are forced to live in the street. And those who know that, while 
having too little may starve the mind and body, having too much can starve the soul. 
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ABSTRACT 
This study concerns John Passmore (1914-2004) and the applicability of his 
philosophic work to American education policy and practice. Passmore, an Australian 
educator and philosopher, is rarely cited by scholars of American education and his 
possible influence on public policy governing education in America are yet to be 
articulated. This study applies the methodology of analytical educational philosophy, 
with which he is often associated. The Massachusetts English Language Arts Curriculum 
Framework (MELACF) is used to illustrate the practical value of Passmore's work to 
education today. 
This dissertation examines the life and published scholarship of John Passmore to 
investigate the relevance and significance of his work as a guide to the paths American 
educators might follow or avoid in forming policy and directing practice. His nine 
education constructs, found in The Philosophy ofTeaching (1980), are a primary source 
of this analysis. 
The study is mindful of the evolution of American culture from its earliest days 
through the present. It considers the influence of the politico-social environment, 
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philosophical trends and religious forces upon the establishment of public and private 
education. Perennialism, essentialism, romanticism and reconstructionism are reviewed 
comparatively. The impact of Nation at Risk and No Child Left Behind in light of current 
national educational policy trends is also considered. 
The utility of Passmore's work is tested by an in depth analysis of Massachusetts 
English education policy. The period of interest dates from the Massachusetts Education 
Reform Act of 1993 to the present implementation of MELACF, and its guiding 
principles, strands and standards. Modifications that could effectively be made are noted. 
Criteria for a just and democratic society set forth by the analytical political philosopher, 
John Rawls, informs education policies and practices consistent with those necessary to 
promote the free, just and democratic society. It concludes with questions aimed to 
inform the limits and duties of the federal, state and local governments in secure the 
health, safety and rights of their citizens. An integral part of those limits and duties must 
be directed toward preserving democracy through thoughtfully conceived public 
education. 
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APPLICABILITY OF THE PHILOSOPHY OF JOHN PASSMORE 
IN MODERN EDUCATIONAL POLICY AND PRACTICE 
INTRODUCTION 
"Men, almost certainly, are capable of more than they have ever so far achieved. 
But what they achieve ••• will be a consequence of their remaining anxious, 
passionate, discontented human beings. To attempt, in the quest for perfection, to 
raise men above that level is to court disaster; there is no level above it, there is only 
a level below it" (Passmore, The Perfectibility of Man, 1970, pp. 326-327). 
This study concerns the actual and potential contributions to American public 
education by John Passmore (1914-2004). The writings of Passmore, an Australian 
educator and philosopher, are rarely cited by scholars of American education. His 
possible influence on public policy governing education in America is yet to be 
articulated. It is the purpose of this investigation to conduct such a study. This study 
uses the methodology of the applied and analytical educational philosophy with which he 
is often associated. The Massachusetts English Language Arts Curriculum Framework 
(MELACF), adopted by the Massachusetts Department of Education (Mass. DOE), is 
used to illustrate the practical value of Passmore's work to education today. 
This dissertation is divided into six chapters. The first chapter provides an 
examination of the life of John Passmore that reviews why he is worth studying. It 
considers the circumstances of the man and his life that may provide clues as to why his 
work has not had a more substantial impact on American education. It examines his life 
experiences, philosophical perspectives and education theories as stated in his own 
writings. The chapter also examines the circumstances of his intellectual world and 
makes connections between his personal and intellectual world and their manifestation in 
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his constructs. By presenting Passmore in this manner this study demonstrates the 
relevance and significance of his work as a guide to the paths American educators might 
follow or avoid in forming policy and directing practice. His words have clear directions 
and warnings as to whether we are educating our youth for a role in democracy or 
training them for life of potential subservience. 
Chapter two sets forth the nine education constructs found in Passmore, The 
Philosophy ofTeaching (1980). These constructs are: developing capacities; teaching to 
acquire information; imparting information; information and capacities; cultivating 
habits; cultivating imagination; teaching to be critical; teaching to care and be careful; 
and, teaching to understand. These concepts are connected by example to how we learn; 
how we have learned to learn; and, how we should best learn. 
The third chapter provides a focused and necessarily limited critique of the 
evolution of the state of mind of American culture as it has sought to educate itself from 
its earliest days through the present. This examination includes consideration of the 
influence of the politico-social environment, philosophical trends and religious forces 
upon the establishment of public and private educational institutions. It also 
comparatively reviews the four ~ajor schools of educational philosophy, perennialism, 
essentialism, romanticism and reconstructionism. The chapter concludes with a focus on 
the current national educational policy trends and a discussion of Massachusetts English 
education policy from the Massachusetts Education Reform Act of 1993 (MERA) to the 
present implementation of MELACF. 
Chapter four contains an in depth analysis ofMELACF. It critically reviews its 
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ten guiding principles as well as the respective explanatory paragraphs, strands and 
standards used to explicate and implement these principles. It concludes with a 
descriptive reference to the Massachusetts Tests for Educator Licensure (MTEL) as it 
pertains to the teaching of English language arts in the commonwealth. It is interesting to 
note that reading lists are included as appendices to the Framework. Not even in the 
choice of what to read are teachers, students, parents and the community relied upon to 
make meaningful selections. When one group tells another what to read, it may be 
argued that it is much like telling the latter group what to think. 
Chapter five provides an extensive comparative application of Passmore 
constructs to the MELACF. It examines similarities and differences between them and 
suggests areas where modifications could effectively be made to right the educational 
ship, and set it back on course toward being the foundation for a just and democratic 
society. 
Chapter six summarizes the recurring themes of the preceding chapters and 
presents conclusions that may be derived from this study. It sets forth a synopsis of 
criteria for a just and democratic society as contemplated by the analytical political 
philosophy of John Rawls. It proposes an implementation of Passmore constructs in a 
revised Framework that would promote education policies and practices consistent with 
those necessary to promote the free, just and democratic society envisioned by both 
Rawls and Passmore. It makes recommendations to improve upon our present education 
policies and practices through the use of the constructs. And it asks questions that are 
intended to further the dialogue pertaining to the place of education in our society and the 
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respective responsibilities of the federal, state and local governments regarding it. 
A similar study could be engaged with regard to other academic disciplines. In 
fact, Paul A. Gagnon, the French historian who did excellent work pertaining to the 
Massachusetts state standards for the teaching of history. He served as a mentor for 
Susan Goldsmith, whose work on the MELACF is quoted at length in this study. Dr. 
Goldsmith has continued her work in the social sciences curriculum framework. It 
requires the sustained, substantial and often courageous effort of such scholars as these in 
order create the necessary paradigm shift from education's current misdirection to one 
that truly embraces its social responsibility in a democratic society. 
Education is the foundation for the establishment and development of society. 
Educational structures, therefore, should be manifestations of societal structures. 
Democratic societies, for example, would be more likely to encourage student 
participation and creative interaction in learning. On the other hand, societies that are 
more autocratic would be more likely to promote structure and oversight in the learning 
process. Therefore, it would be beneficial to consider whether current dominant 
educational policies and practices in a society would more likely to promote or 
undermine that's society's cultural and political identity. Educational reform needs a 
sound philosophical foundation, not simply theory or technique. 
This dissertation concerns the effect of educational policy and practice upon 
American cultural and political identity. John Passmore's work evinces a consistently 
high level of scholarship in Anglo-American philosophy and educational theory. While 
educators are well familiar with the work of John Dewey, the substantial contributions of 
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John Passmore to educational theory have not been given an adequate forum. This 
neglect has left a strong and clear voice out of educational policy debate. It is my 
intention to re-introduce his ideas into the dialogue influencing educational policy and 
practice so that an appropriate balance between theory and practice can be re-established. 
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CHAPTER ONE 
JOHN PASSMORE: AN INTELLECTUAL IDSTORY 
[I am comprised of] a particular self-conscious physical system, itself containing 
a multitude of reacting activities, interacted with a variety of other systems, 
ecological and social, and in the process has come to be modified in a wide variety 
of ways, while at the same time modifying, if sometimes very slightly, as in breathing 
out, the systems in which it found itself or into which it deliberately entered 
(Passmore, Memoirs of a Semi-detached Australian, 1997, p. 99). 
John Passmore thus describes himself as part of an ever-changing pluralistic, 
Heraclitean flow. This description is comparable to William James' (1842-1910) stream 
of consciousness and Henri Bergson's (1859-1941) similar idea. Passmore proposes that 
we are a set of systems that interact with all other systems -- past and present. He intends 
that the reader derive not only a sense of him, but through him a sense of other factors 
that interacted with him and with which he interacted (1997, p. 99). The first part of this 
chapter examines what circumstances in his life might have affected his perceptions in 
order to evaluate this premise. He describes many of these experiences in his Memoirs. 
In the second part, this study examines the circumstances of his intellectual world. 
He was engaged with many of the pre-eminent philosophers and educators of his time. 
He was exceptionably knowledgeable in the historical foundations of philosophy as well. 
A Hundred Years of Philosophy (1957) hallmarks his contributions to Western 
philosophy. His critical perception of philosophical and education movements provides 
insight into the thought and meaning contained in his constructs. The third part makes 
connections between these circumstances and his education constructs. The constructs 
described and utilized throughout this study are thereby given a substance and context 
that will assist in determining their significance in education. 
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Personal Experiepces 
I. Background and education. 
John Passmore was born on September 9, 1914, in Manly, a remotely-situated 
peninsular town near Sydney, Australia. His literate fluency in an "extraordinary 
medley" of areas carried throughout his careers as both philosopher and educator. 
In later years, when much of my reading was demanded of me by my formal 
education, the facility I had acquired as a child was obviously of use; the problem 
was to teach myself to read more slowly once I embarked upon philosophy and 
literary scholarship. What my informally acquired reading speed helped me to do 
was to read around, outside my professional spheres. And that lead me, later, to 
fmd new themes, to look for new cross-connections (1997, p. 25). 
His interest in broad-based reading and willingness to discourse helped him develop an 
expansive and rich fountain of information. 
In addition to his readings, other personal experiences have also helped shape his 
thinking. He described a childhood event involving his father that had an indelible effect 
upon him. 
This was the man whose immediate superiors ... jeered at him, humiliated him in 
front of his son. He was in no position to respond .... I never romanticized the 
workers and there were other reasons why I never became a communist. But ... I 
saw in [unions] the sole protection against this kind of maltreatment (p. 29). 
Despite being of a Roman Catholic family, he attended a local public school. He 
considered this a fortuitous event because he knew "enough about the Christian Brothers . 
. . to know their regime would have been fatal to me" (p. 37.) He did engage in formal 
religious training but found it unsettling and actually weakened his faith. These thoughts 
were strengthened when he later did research for The Perfectibility of Man (1970). 
He wrote of the authoritarian forces that can ruin education. "The figure of this 
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teacher looms over my book The Philosophy of Teaching (1980). If I hear of 'back to 
basics' I think of Hodge" (1997, p. 49) .... Mr. Hodge was unimaginative and unjust, 
with a fondness for collective punishment and a refusal to brook any question. The form 
of education promoted by the Australian Department of Education at the time "consisted 
entirely of those 'basics' to which teachers are now being urged to return" (p. 48). He 
recalls being taught skills that were tedious, boring and irrelevant by teachers who were, 
at times, well-meaning, but were occasionally remarkably unsuited to their calling. 
Passmore promotes the value of basic information and skills. Every child ought 
to have, "the personality of the teacher is the thing of crucial importance in teaching, 
assuming only that the teacher is well informed" (p. 50). Yet he acknowledges that his 
issue with "basics" has to do with what is meant by that term. What he would later 
describe as "closed capacities" were valuable basics that served, at times, as doorways to 
boundless learning. 
His experiences with teachers using the same centralized syllabus with almost 
opposite effect on his academics helped him realize their significance. 
How far it is the teacher who matters, never more so than in the early years of 
schooling. The morale of teachers, the morale of students - these are 
considerations not easily factored in by economic rationalists, yet their effect on 
'efficiency,' ... can be crucial (p. 51). 
And he was taught grammar by an enthusiast who, while other classes were learning 
definite and indefinite articles, instilled in him a delight in the complexity of the English 
language. It was his first acquaintance with close analysis, despite basic mathematics 
that only taught techniques, and he learned for the first time what intellectual excitement 
was. "Of all the educational calamities a pupil can encounter, the most calamitous ... is 
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the bored teacher. To make matters worse, such teachers too often welcome changes, just 
because they are changes" (p. 55). That is, perhaps, the very reason why he devotes a 
chapter on the teaching of English as an example in The Philosophy ofTeaching (1980). 
At the same time that the Great Depression ofthe 1930's shocked the stability of 
Australia's social, economic and academic foundations, there arose the forces of 
communism and fascism. He considered the absoluteness of the belief in freedom of 
expression among university students to be more precious then that it is now because 
nations around the world were watching the lights go out all over Europe. Government 
and religious-based censorship of radical sexual and political writings such as Brave New 
World (1932) was justified by conservatives as protecting "established relationships of 
domination" (1997, p. 107). For Passmore, the university community was not isolated 
from the thirty to forty-three percent of unemployment that surrounded it. 
It is telling that he was never a communist or anti -communist. He considered 
both to be extreme positions. He always mistrusted totalitarian societies, a sense that he 
acquired from his relationship with the Catholic Church and his study of its abuses at 
times when it exercised great power. He became "convinced that there was no doctrine 
of which one can say: 'that is so absurd that no human being could ever believe it."' (p. 
116). He saw parallels between religious and secular totalitarian organizations such as 
the Moscow trial "confessions" and the Salem witch trials. 
So, although he stated ''that there was no deed so horrible that we can confidently 
assert that no human could commit it," (p. 117) he also said that at every level of society 
one can encounter acts that make one feel proud to be human, and occasionally 
achievements that stagger us by their level of artistic, scientific or technological 
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imaginativeness, without expecting such achievements, such as acts of human 
affection, of self-sacrifice, of courage to be the daily norm (p. 118). 
Passmore more completely pursues the relationship of religion and philosophy in 
determining mankind's individual, social and spiritual capacities in his The Perfectibility 
of Man (1970). 
Although he was against war, he predicted in 1934 that there would be a war. He 
knew that Me in Kampf (1925-1926) was not merely a "rhetorical exercise." "The 
primary duty of every democratic government is to ensure that when it loses power it will 
not, by its actions while in power, make it easier for its successor to govern in an anti-
democratic manner" (1997, p. 167). He applies this observation to governments in the 
1980's and 1990's. 
He stayed clear of the political debate generated by the imminence and conduct of 
the war. He had no desire to be a "public intellectual" (p. 177). He eschewed the 
polarizing debate between Stalinist communists and those who admired dictatorial rule, 
many of whom were capitalists. Passmore found the more broad-based form of 
communism promoted by Trotsky rather than the elitist form promoted by Lenin and 
Stalin to be more philosophically consistent with the Marxist ideal of popular revolution. 
Passmore was critical about many features of capitalism on moral grounds. He despised 
totalitarian rule in any form (pp. 176-177). 
Australian Foreign Minister Henry Gullett, admired dictators like Hitler for 
"having restored Germans' 'pride and their power' and ... Mussolini, ... for his 'genius, 
his patriotism"' (p. 178) right up to the beginning of the war. It was not only political 
leaders, but "right-wing farmers who took Mussolini as their ideal figure. Many others 
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saw Hitler as an economic miracle worker" (p. 178). Indifference to the apparent plight 
of the German Jews had a darker base than mere disbelief in reports streaming out of 
Europe. Anti-Semitism was much more blatant in Melbourne than in Sydney. Yet both 
were of the '"Establishment' ... taking much the same form as it does in England" (p. 
178). Anti-Semitism also pervaded the "philosopher communists" like the hard-liners in 
Melbourne who supported the Lenin-Stalinist form over the more populist form of the 
Jewish Trotsky. Even his mentor, John Anderson (1893-1962) eventually broke with the 
Communist Party (pp. 176, 178). 
Australia officially banned the Communist Party soon after the war commenced, 
and its national "Security" started keeping files on communists and Andersonians even 
though Anderson was no longer associated with the communists. The anti-war 
movement that was largely supported by these groups faded away. The so-called 
neutralist policies of Australia served to minimize the flow of information about events 
like the Spanish Civil War. Yet the work of writers like Orwell, whose Homage to 
Catalonia (1938) and the uncensored Down and Out in Paris and London (1940 [The 
censored version was published in 1933.]), did much to open the eyes of Australian 
intellectuals (pp. 182-184). 
2. Passmore as educator. 
Passmore taught high school after his year as a college tutor was completed. 
Soon thereafter he accepted a position as a college lecturer in English and philosophy at 
Teacher's College in Sydney. Despite being offered more money and a more secure 
position as a Lecturer in English Education at Teacher's College, he chose the philosophy 
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position at Sydney University. He was a lecturer in philosophy from 1935 to 1939 and 
found teaching it at that time different from the more specialized framework often used 
today. He found it important in lecturing to bring out cross-connections over time and 
over different fields of philosophy. 
Passmore found connections throughout time and place in philosophy yet was 
wary of empirical generalizations. His mind "immediately turns to exceptions. Some 
would see in this one of my leading intellectual weaknesses'' (p. 140). His first article, 
published in 1934, was entitled, "The Nature of Intelligence" in which he attacked the 
type of standardized intelligence tests that are still used today despite often being 
discredited. "It argues that it was impossible to construct intelligence tests that succeed 
in abstracting from environmental influences so as to estimate pure, genetically based, 
intelligence" (1997, pp. 131-132). He wrote the article in the manner of a philosopher, 
the same manner he used throughout his life and teaching. He was a lover of thought but 
was struck by Plato's disdain for '"the lovers of sights and sounds." He considered that 
Anderson's lectures on aesthetics were formal and devoid of sensual excitement. "I 
realized that I, too, was a lover of sights and sounds" (p. 141 ). This is further explicated 
in his Serious Art ( 1991 ). 
As a teacher Passmore was exempted from military service, although a condition 
was that the teacher's pay not be increased during the war. He developed a special 
lecturing technique that took a topic for philosophical discussion and divided the period 
into half lecture and half discussion. The discussion was "devoted to criticism from the 
class, with me acting as the Counsel for the Defence, whatever my own position. The 
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effect was always lively, sometimes comically so" (1997, p. 196). He adapted lectures 
for self-learning groups scattered throughout impoverished and sprawling New South 
Wales. He mailed these groups the lectures and a set of questions for discussion. The 
summary of the discussions were sent back to him for response. 
I felt a real sympathy for these small groups, usually led by a teacher or librarian, 
who wanted to go on thinking in sometimes barren physical surroundings and 
under social circumstances in which, inevitably, the emphasis was on the physical 
(p. 198). 
In this early form of correspondence education, so necessary in the sparsely populated 
Australian countryside, he often found the chance to visit these small towns. 
He supplemented his earnings by engaging in radio talk shows that were part of 
Army Education Service; wrote columns for its Current Affairs Bulletin; and, wrote two 
pamphlets, entitled Reading and Remembering (1942) and Talking Things Over (1945) 
for soldiers separated from the formal school process. These pamphlets were widely 
published for over twenty-five years after they were written. One series of radio 
broadcasts in 1943, called Prospects of Democracy, that discussed what Australia might 
be like after the war, was subsequently printed (1997, pp. 198-203). 
3. Leaving Australia. 
In the end of 194 7 and beginning of 1948 he and his small family traveled to 
London by sea so that he could research Ralph Cudworth, a luminary of British moral 
rationalism. Passmore stated that until then his only contact with a non-Australian 
philosopher had been with Karl Popper. He had met Popper in New Zealand and started 
a "highly argumentative friendship that lasted a lifetime" (p. 238). His social interactions 
demonstrated to him that he could learn something from everyone was one reason for his 
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humility, self-deprecating humor and distrust of intellectual elitism. 
When he arrived in London, he found himself confronted by examples of 
England's class and cultural biases, but one struck him especially. When he received an 
invitation to lecture to the British Institute of Philosophy, he mentioned to its Secretary 
that the sociologist Morris Ginsberg had stated that no further studies of the extent of 
social mobility in England had been done since his own in the 1920's. "His response 
staggered me. 'It's all very well for Ginsberg. He is a Jew, and a Polish Jew at that. But 
it's not good form to talk about that kind of thing, not good form at all'" (pp. 240-241). 
And yet, in the paradox of England with its advanced academic inquiry and stunted sense 
of tolerance and humanity, he met and began a long friendship with philosopher A. J. 
Ayer (1910-1989). Ayer was teaching at University College where he was considered the 
leading British proponent oflogical positivism (although he was "a Jew, and a French 
Jew at that," if you will). Ayer stated that Passmore's A Hundred Years of Philosophy 
(1957), Gilbert Ryle's Concept of the Mind (1949) and his own ("He was not short of 
self-confidence'') Language, Truth and Logic (1936) were ''three permanent classics" of 
philosophy (1997, p. 241 ). 
He had discussions with logical positivist Rudolph Carnap (1891-1970), as well 
as G. E. Moore (1873-1958), who, along with Bertrand Russell (1872-1970), was 
considered by most philosophers to have effectively refuted Bradley's Idealism. He 
established a significant association with Richard Peters whom, with Israel Scheffler of 
Harvard, he has "sometimes been conjoined ... as the founding fathers of analytical 
philosophy of education" (p. 242). Yet one of the most profound relationships he 
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established was with Gilbert Ryle (1900-1975), editor ofthejournal, Mind. 
He had discussions with him as Ryle was completing The Concept of the Mind 
and included a "blurb" by Passmore in it. It was Ryle also who initiated him being asked 
to write his A Hundred Years of Philosophy (1997, pp. 243-245). Ryle also had him 
write reviews for the journal, Mind. He engaged in discussions with Oxford philosopher 
Harry Weldon and philosophical historians Isaiah Berlin and Alan Bullock (p. 249). He 
also had discussions with P. G. Wodehouse and Oxford's J. L. Austin and H. H. Price, as 
well as physicist-philosopher David Baum. 
While at the joint conference of the Mind and the Aristotelian Society in Durham, 
he was exposed to the gross disparity of the wealth and splendor of'Upper Durham' that 
existed in sharp contrast with 'Lower Durham.' "I had visited coal-towns of Australia, 
but had never seen anything like the dirt and poverty of'Lower Durham"' (p. 252). He 
was also struck by the fact that Oxford philosophers never spoke to provincial and 
Scottish philosophers. When he asked about it he was told that they could not endure the 
fact that the Scottish philosophers all spoke so slowly (p. 252). 
Passmore submitted a paper entitled "Can the social sciences be value-free" to the 
first post-war World Conference of Philosophy. The paper was accepted and he was 
invited to travel to Amsterdam to present it. The paper was later reprinted in Readings in 
the Philosophy of Science, the first of his articles to be included in an anthology. He met 
with Bertrand Russell while there. He considered his discussions with Cambridge 
science historian Stephen Toulmin and Polish philosophers Kotarbinski, Ajdukiewicz, 
Ingarden and logic historian Bochenski to be quite significant. His fluency in French 
15 
made possible discussions with Georges Lefebvre, noted historian of the French 
Revolution and distinguished member of the French Academy, who spoke no English. 
Finally, he wrote of his love of the art of Paris's and Amsterdam's great galleries, 
something that influenced his work, Serious Art (1991). 
In the waning days of his time in London, he was offered teaching positions in 
South Africa and Southampton, England. He declined South Africa's offer of double his 
salary, a car and servants because he had no desire for a car or servants. He declined 
Southampton despite its proximity to London and Europe because the public school 
systems that his children would have attended were deplorable in relation to any private 
school in England. He returned to Australia and found a position in New Zealand where 
he remained for several years of very productive work. The passing of his father, the 
resultant desire to be closer to his mother, and the opening of a research position at the 
newly founded Australian National University in Canberra motivated his return to 
Australia, where he remained until his own passing in 2004. 
Intelledual Background 
Perhaps the most profound influence on Passmore's thinking came from his 
philosophy teacher, the revolutionary socialist John Anderson. Anderson was a 
flamboyantly popular professor who, inter alia, denied the existence of philosophical 
ultimates, whether idealistic, realistic, or religious. Through Anderson he became 
familiar with the teachings of Marx, Freud, Feuerbach and Nietzsche. This placed him 
well within the forefront of intellectual life, even in relation to American and English 
thinking. He attributes his general views on the world, political or social life or the 
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environment to Anderson's lectures on Heraclitus (535-475 BC). 
In Heraclitus, he found what he considered to be a crucial passage, "The hidden 
harmony is better than the open." He took this to mean that 
The attempt to impose order from above is less fruitful than the kind of order that 
arises when contrary interests achieve a degree of balance without losing their 
distinctiveness. There I saw the crucial difference between a pluralistic, 
democratic society and an authoritarian, or a totalitarian, society (1997, p. 97). 
He considered that this Heraclitean perspective displaced the basis for belief in a "Grand 
Designer" since all things, including persons and places, have historical contexts 
determined at different times and places by multitudinous forces where events occur. 
Reaction is a condition of existence, an act of struggle of each thing for its own existence 
and the existence of others, largely unconscious of the forces within and the impact 
without (p. 97). 
It is here that Passmore provides some background for his construct of the 
efficacy of observation in learning, something at odds with the views of John Dewey 
(1859-1952). Even though we may at times consider ourselves as observers, merely by 
being such we affect the behavior of others. This sets off a series of events, unconscious 
dialectics if you will, that color what and how we learn at that moment. They also affect 
how what we are to learn is taught at that moment and what and how something is 
learned and taught in the future. These experiences construct how we gauge the 
reliability of beliefs. Our present and future thinking and conduct are based on those 
beliefs (pp. 97-98). 
In addition to the observation construct he discusses pluralism as a consequence 
of his involvement with Anderson and Heraclitean thought. He writes that pluralism 
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rejects the extremes of monism and atomism as functional societal concepts. Humanity is 
neither part of an all-encompassing governing system nor a collection of isolated 
individuals. To him, pluralism is an acknowledgment that we are interacting systems that 
affect our social, political, academic, aesthetic and environmental characteristics. In this 
we can see a philosophic framework for the conflict between top down and bottom up 
social, educational and economic systems and the tension throughout time between the 
advantaged and the disadvantaged (p. 99). 
He gives much credit to Anderson for some of the origins of his thinking. He also 
draws distinctions with him. He considered that Anderson and many other educators to 
be overspecialized in their fields. The cost of this is the inability to bring in a broader 
perspective to what was taught to allow greater connections to be made through the 
learner's breadth and ability to assimilate the information. 
My knowledge of literature, particularly, gave me an area in which I had acquired 
the values of scholarship. There were things I knew about and could do that 
Anderson did not know, could not do. And this gave me a degree of 
independence to set against his overwhelming influence (p. 1 02). 
He attributed his ability to write the monumental philosophic work, A Hundred Years of 
Philosophy to his habit of both reading quickly and slowly when necessary. 
Passmore rejected labels such as "ists" and "isms" applied to him and his work 
because they were inaccurate and limiting. However, for the limited purposes of this 
study it is worthwhile to consider his place in the flow of philosophy and educational 
theory. He pointed out that he had "sometimes been conjoined with [Richard] Peters and 
Israel ScheiDer of Harvard as the founding fathers of analytical philosophy of education 
(1997, p. 242). At the dedication of a substantial donation from his personal and working 
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libraries to an Australian university in 2006, he was described as "a major figure in the 
history of ideas and one of the first to give shape to the field of 'applied philosophy"' 
(Dolhenty, What Do We Mean by Applied Philosophy? 
http://www.radicalacademy.com/philaplliedl.htm, December 17, 2007, p. 1). These 
descriptions are not incompatible per se, and appear useful in examining his work. 
Therefore, the study of analytical and applied philosophy in relation to his work offers a 
valuable frame of reference. 
Analytical philosophy is an emphasis on clarity of argument that is often achieved 
through modem formal logic and linguistic analysis. It is also characterized by adherence 
to scientific method and a respect for the natural sciences. It has three primary areas. 
The first is logical positivism, which asserts that there are no distinct philosophical truths 
and that the purpose of philosophy is intellectual clarity. The second is that clarity of 
thought can only be achieved by an analysis of components of the grammar and 
symbolism of language used in logic. The third is a rejection of sweeping philosophical 
statements, speculative argument, and absolutism with a greater focus on detail, common 
sense and ordinary language. It holds that philosophy is not a separate discipline, but 
subordinate to other disciplines in which its emphasis on clarity and precision of thinking 
can offer substantial worth (http://en.wikipedia.org/wiki/Analytic philosophy, 
12/17 /2007). 
Applied philosophy is similar to the third area of analytical philosophy. It is the 
practical application of descriptive and normative philosophical concepts to human 
affairs and the human condition. It is the application of these concepts to any area of life 
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that can come under philosophical scrutiny. These areas include the philosophies of 
education, law, politics, religion, science, environment and even sports. He provides the 
example of John Rawls (1921-2002) who, in his A Theory of Justice (197111999), "In a 
closely reasoned, certainly philosophical, argument, set out to consider not only how it is 
to be determined in what justice consists but, in detail, in what it does consist (Recent 
Philosophers, 1985, p. 2). Passmore identifies this movement as emerging in the 1970's 
when periodicals first sought to apply philosophy to political issues and the 1980's when 
similar applications "proliferated" in many other disciplines. To him, "the most carefully 
reasoned 'applied philosophy' is in fact applied ethics" (p. 3). 
Although analytical philosophy became a dominant philosophical force around 
the beginning of the twentieth century as a response to British Absolute Idealism, some 
threads of it arose half a century earlier. As in the Platonic Ideal, British Idealism holds 
that something is real only to the extent that it participates in some intelligible rational 
system, usually spiritual and ideal in essence. Within the Idealism school itself, however, 
there were shifts from the traditional speculative argument to ones that were more logical, 
systematic and linguistically-based. James Ferrier (1808-1864) attempted to construct an 
unbroken chain of necessary truths that allowed no sensible contradiction. Literary 
philosophers such as Transcendentalist Ralph Waldo Emerson (1803-1882) preceded the 
ordinary language philosophy developed by Gilbert Ryle (1957, pp. 49-52). 
G.E. Moore and Bertrand Russell criticized idealism by use of conceptual 
analysis. 
To give an analysis of a concept, Moore ... suggests, is to discover some concept 
which is the same as the concept being analysed, but which can be expressed in a 
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different way, by referring to concepts which were not explicitly mentioned in the 
expressions used to refer to the original concept (p. 213). 
Russell followed a different path than Moore and eventually fell into the very 
philosophical foundationalism he had earlier rejected. Russell was influenced by Ludwig 
Wittgenstein ( 1889-1951 ), who held that the world is comprised of separate states that 
can be connected by logic. Russell sought general rules for examining philosophical 
problems and reducing them into grammar, symbols and propositions. This is called 
logical atomism. Logical atomism is part of the analytical philosophical movement. 
Passmore's habits of mind reflected his theories. His insistence that education be 
open-ended demanded he question the conclusions of both Wittgenstein and Russell, and 
distance himself from "membership" in analytical philosophy. He considers the paradox 
in Wittgenstein's Tractatus (1921) where the author writes obscurely, in metaphor and 
epigram, that what can be said at all can be said clearly and where one cannot speak 
clearly, one must be silent. He finds disconcerting Wittgenstein's general conclusion that 
all propositions that picture the world belong to the natural sciences, and that all those 
that do not picture the world, if not nonsense are tautological (pp. 351, 360). 
Russell's logical atomism attempts to describe the facts there are. There are no 
true or false facts, only true or false propositions, and propositions are actually symbols. 
Passmore considers that, although this may work with physical facts, it fails when applied 
to intellectual facts such as beliefs. Russell also sets forth guiding principles called 
postulates that, although they cannot be inferred from experience, have their foundations 
in experience. These canons have to be accepted if science is at all possible yet reality is 
evinced by our present sense-data. Passmore considers this muddled thinking and places 
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Russell on the philosophical evolutionary continuum somewhere between Descartes and 
Hume (pp. 230-239). 
In addition to logical atomism, he rejects another area of analytical philosophy 
called logical positivism. The leading tenet of logical positivism is the principle of 
verifiability. It discards metaphysical propositions because they are unverifiable. Yet, if 
verification takes place through experience, how can meaning be shared if all experiences 
are ultimately unique? In the European branch of logical positivism represented by 
Rudolph Carnap the meaning of verifiability changed from being directly shown to be 
true to that which can be indirectly verified. 
The British branch oflogical positivism, which was represented by A.J. Ayer, 
divided the meaning of verifiability into ''weak" and "strong." Strong verifiability 
required a proposition to be conclusively proven to be meaningful. Ayer accepts only the 
weak sense of verifiability, which requires only relevant observation to determine a 
proposition's truth or falsity. Ayer considered the real function of philosophy to be 
linguistic analysis, not metaphysical argument. Yet, as Passmore points out, the more 
complex Ayer's depiction of what is verifiable becomes, the more Ayer must rely on the 
detailed analysis of metaphysical arguments. He finds that Carnap' s logical positivism 
leads toward realism and physicalism, and Ayer's logical positivism returns to its origins 
in British empiricism. "What has been discarded, in both cases, is the conception of a 
kind of empirical knowledge which is wholly trustworthy, free of risk of error" (p. 393). 
Logical positivism, as did logical atomism, abandons the clarity of argument and 
scientific method of analytical philosophy in a failed search for permanence and 
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principles (pp. 368-393). 
The branch of analytical philosophy that remained viable was the one that focused 
on detailed argument, common sense and ordinary language. Philosophers identified 
with this branch are Gilbert Ryle, Richard Peters, Israel Scheffler, John Rawls and Noam 
Chomsky. Ryle said that apparent contradictory paths of philosophical inquiry, iflooked 
at closely, would evince only an apparent conflict (p. 449). Peters (1919-) examines the 
logical and psychological aspects of learning and teaching with an attempt to understand 
the relation and connection between the concepts of learning and the concepts of teaching 
(Passmore, Philosophy in the Last Decade, 1969, p. 10). Scheffler (1923- ), after 
describing the criteria for an educated person, expands that concept to include how 
traditions inherent in the learner will change and be changed in unpredictable ways when 
dialogue with others is truly free (Fox, Scheffler & Marom (Eds.), Visions of Jewish 
Education, 2003, pp. 226, 230-231). Chomsky (1928-) states that the starting point for 
language theory is not collective language but the competency and creativity of the 
language user (Passmore, 1985, pp. 33-34). 
Applied philosophy combines aspects of analytical philosophy with neo-
pragmatism. Passmore states that "Pragmatism grew out of the careful analysis of the 
scientific method. . . . Pragmatism spills over into social philosophy. . . . It is in the 
writings of social theorists that pragmatism is at its most vigorous" (1957, pp. 119, 547). 
William James and C. S. Peirce (1839-1914) are considered the founders of American 
pragmatism. James identified pragmatism as descending from British empiricism and 
said that the first point of the pragmatist is that a useful concept must be grounded in 
23 
experience. Pmgmatism is defined as a method of determining meaning. It holds that the 
conceptualization of an object depends upon what we perceive its practical effects to be. 
However, Peirce later came to accept that theoretical knowledge can be sufficient of itself 
(pp. 103-11 0). 
For Dewey, also a pmgmatist, knowledge is a reflective grasp of a situation that 
grows out of the non-reflective experiencing of the situation itself. Demonstrating a 
Hegelian influence, Dewey perceives experience as conflict or tension, out of which 
inquiries and potential resolutions emerge. Knowledge is the successful outcome of this 
dialectic. Dewey's pragmatism evolved into instrumentalism. Instrumentalism holds that 
concepts and theories are merely useful instruments in explaining or predicting 
phenomena Their value is in their effectiveness, not in whether they are incontrovertible 
truths. Dewey modified his position to a more humanistic one as a result of the influence 
of classic rationalism and his work in education and moral theory. Dewey described a 
philosopher as a physician of culture. A philosopher's place in education, therefore, is an 
extmordinary sensitive and vital one. Just as the study of medicine and its application are 
intended to provide great human benefit, philosophy and its application in education are 
intended to provide great cultural benefit (pp. 111-118). 
Connections to Constructs 
The depth and breadth of Passmore's knowledge precludes a full discussion of all 
the philosophical and educational influences within the reasonable confmes of this study. 
However, in addition to the above, these following potential influences are worth noting. 
He was reviewing the work of G. E. Moore and wrote Moore's conclusion that "There do 
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not seem to be propositions at all, in the sense in which the theory demands them. . .. It 
is the very essence of a false belief that we believe what is nor (pp. 205-206). In The 
Philosophy of Teaching he cautions us that in the construct titled, "Imparting 
Information," the teacher and student need to be aware that what is taught and learned as 
information might actually be misinformation. The "A-Ha!" moment might occasionally 
be the "Oh, No!" moment if someone gets it wrong (1980, pp. 88-89). 
Tishman writes about passion for learning that sounds similar to Passmore's main 
theme in his "Teaching to Care and to be Careful" Construct. 
The emotions involved in valuing and committing to intellectual behaviors like 
the habits ofthe mind are reminiscent ofwhat psychologist R. S. Peters (1974) 
calls the 'rational passions.' These are the emotionally charged beliefs and 
commitments that underlie the pursuit of knowledge. They include a passion for 
truth and truthfulness, a love of accuracy, and an abhorrence of intellectual 
dishonesty (Why Teach Habits of Mind?, Discovering & Exploring Habits of 
Mind, Costa & Kallick, Eds., 2000, p. 44). 
R. S. Peters was a close associate of Passmore and one of the purported three founders of 
analytical educational philosophy. It was under the auspices ofR. S. Peters that he gave 
a series of lectures at the 1967 London Institute of Education seminar that form the 
foundation of his first five constructs. 
The other part of the trio is Israel Scheffler. On the same page of Habits of the 
Mind, above, the author mentions Scheffler as one who observed that "Rational passions 
contribute to intellectual conscience. Intellectual conscience exists in a deep concern for 
being as true as possible to reality and an equally deep discomfort with intellectual 
shoddiness and dishonesty. Without intellectual conscience, intelligence is blind" (p. 44). 
In Visions of Jewish Education, Scheffler quotes Passmore's definition of an educated 
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man and then provides his own, similar definition. Scheffler added that the significance 
of "traditions of thought" and culture were also an important part of the learning process 
(2003, pp. 224-231 ). 
In a discussion of Marxism, Passmore poses the following question: 
Whether philosophy of science can be fruitfully distinguished from the sociology 
of knowledge .... [There are] writers, encouraged by ... the historical approach 
to the philosophy of science initiated by T. S. Kuhn, who seek to show that there 
can be no solution, except in sociology, for the leading problems in the 
philosophy of science (1985, p. 5). 
When he draws a parallel between teaching English and another discipline, he chooses 
science. In order to teach the philosophy of science, the teacher "must be trained in 
philosophy, he must look beyond science to compare and contrast science with other 
forms ofhuman activity" (1980, p. 227). The teacher must also comprehend science and 
its methodology in order to guide the learning process with a scientific awareness. 
In his "Teaching to Care and be Careful" Construct, he cautions teachers to teach 
the right kind of carefulness. He gives an example of a teacher who might penalize a 
student who took such care in what he wrote that he crossed out a word to replace it with 
a better one or reward a student for having a neat paper with inferior text (1980, p. 184). 
In Recent Philosophers he includes an examination of Donald Davidson (1917-2003). 
He writes that 
[Davidson] shares the common twentieth-century assumption that truth and 
meaning are linked, that we cannot claim fully to understand a sentence unless we 
know what its truth-conditions are. And neither grammar book nor dictionary 
tells us, or enables us to deduce, what the truth-conditions are .... In fact, they 
will probably deceive us (1985, p. 69). 
When Passmore identifies what is written to be superior to the mechanics used, he also 
describes this assumption as one currently commonly held. The inference is that its 
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converse, emphasizing mechanics over substance, is not a well-regarded learning choice. 
In Recent Philosophers, he considers Richard Rorty' s ( 1931-2007) argument that 
progress toward some traditionally conceived "great problems" to be resolved may be no 
philosophical progress at all. "Progress has occurred ... so far as we now see that we 
can rid ourselves of these 'great problems,' not by 'solving' them but by casting them 
aside as pseudo-problems, generated by our starting from a particular picture of 
knowledge" (p. 119). In the "Teaching to be Critical" Construct, he says that it is the 
course of exercising their critical skills that students discover defects in what is accepted 
both in perception and in argument (1980 pp. 175-180). 
In Ralph Cudworth- an Interpretation (1951), he stated that Cudworth initiated 
the view that a thing is good in itself but only discovers its real nature through 
participation with others. Its systems interact with other systems to realize itself and 
others (pp. 2-3, 18, 98-99). This is very similar to his own view. InHume's Intentions 
(1952) he found Hume to agree that "insistence upon the importance of the imagination 
as a co-partner to observation at every stage in our thinking contains a lesson we have yet 
fully to appreciate" (p. 158). This speaks to his "Teaching to Acquire Information" and 
"Cultivating Imagination" constructs. 
Passmore's Heraclitean perception of the world is relatively consistent with the 
stream of consciousness theory independently offered by William James and Henri 
Bergson. To Bergson, experienced time was an indivisible continuity. When we think of 
separate events, we are actually engaging in mental convenience. 
Every experience is fleeting. To attack freedom with the 'logic of identity', with 
its talk of 'sameness' ... is to use as a weapon against life what ought to be 
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regarded merely as a convenient technique developed ... as an instrument for 
dealing with experience (1957, p. 106). 
James considered this a central philosophical error. Consciousness flows seamlessly. 
Our experience is inter-related. Our dividing it up into parts is something we do to make 
some sense out of it. The error is the exclusion of all experience that we cannot 
comprehend. These views are similar to C. S. Peirce's synechism (pp. 104-106). 
He wrote the "Teaching to Care and be Careful" Construct as an outgrowth of his 
The Perfectibility of Man (1970). 
Men ... are capable of more than they have ever so far achieved. But what they 
achieve ... will be a consequence of their remaining anxious, passionate, 
discontented human beings. To attempt, in the quest for perfection, to raise men 
above that level is to court disaster; there is no level above it, there is only a level 
below it. ... For certainly man is 'useless passion' (Sarte) ifhis passion is to be 
God. But his passions are not useless, if they help him to become a little more 
humane ... more civilized (pp. 326-327). 
He applies this gentle, forgiving humanism in his educational philosophy. 
As part ofthe Australian Boyer Lectures, he presented The Limits of Government 
(1981). He discusses Oxford philosopher and Polish resistance fighter, Leszek 
Kolakowski, who argued that people who live in constant fear of doing something wrong 
eventually stop thinking of doing things that might get them into trouble. Passmore 
suggests that this is one reason why totalitarian governments stress education that 
enforces "right" beliefs, feelings and thoughts. No one can force someone to be 
imaginative, free, or affectionate. Imagination lies at the heart of every culture in its 
broadest possible sense. People can be encouraged to be imaginative, free, and 
affectionate, but only in a free society can these qualities have full reign. These concepts 
are found in several of his constructs (1981, p. 26). 
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In Science and Its Critics (1978) he places science in a humane context. Science 
should consider why phenomena occur as well as how they occur. To do less is 
"antiscience" (1978, p. 24). He argues that imagination and a passionate drive for 
excellence are necessary in science. He finds some evidence to suggest that less 
imaginative students are attracted to science because of the perception that it is replete 
with routine. In support of his position he enlists Kuhn's paradigm shift concept; C. S. 
Peirce's argument that disciplined imagination was essential; and, the humility of man to 
know that he is not perfectible and godlike. That he can commit error (pp. 76-80). These 
arguments underlie several of his constructs. 
In Serious Art (1991) he applies Bergson's distinction between open and closed 
moralities. Closed morality looks to rules. Open morality looks to exemplars. 
Such a morality is 'open' in the sense that it implies imaginative thinking out, in 
the light of the life lived by exemplars, what is demanded in a particular situation 
rather than simply applying a rule .... From the standpoint of an open morality, 
many works of art ... are subject to moral criticism. These ... are pleasing to the 
closed moralist, as emotionally reinforcing a particular moral code. They do 
nothing to enlarge the sympathetic imagination, to help us understand moral 
conflicts, to encourage moral reflection on our own standards, and in that process 
to achieve ... 'moral realism' (1991, p. 173). 
Even in depicting the real, a striving for excellence must include a sense of the ideal that 
requires imagination (pp. 85-86, 96-97). If art is truth then it is not so much the 
information it depicts as what is shown through the particularity of detail and the force of 
its imaginative power (pp. 129, 153). He suggests that honesty may arguably be the only 
moral quality of art but considers honesty to be a sufficiently rare virtue (p. 183 ). 
Conclusion 
Throughout Passmore's life and work he found that what we learn, communicate 
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and do defines us and our society as honest or not. It defines whether we have integrity 
in our dealings with ourselves and others. It defines whether we have sufficient respect 
for ourselves and others. And it defmes whether we can empathize with conditions 
unfairly imposed upon others, conditions they must overcome or be lost to themselves 
and society. He found that a just and democratic society requires honesty, integrity, 
respect and empathy in order it and its members to endure. Finally, he found that these 
same qualities undercut an autocratic society. He knew, therefore, that whether education 




PASSMORE'S EDUCATION CONSTRUCTS 
"It is a mistake to go in search of a formal definition of teaching. There is, however, 
a formal logical point to be made about teaching: it is a triadic relationship ... a 
covert triadic relation as opposed to an overt triadic relation, such as 'gives"' 
(Passmore, The Philosophy· of Teaching, 1980, p. 22). 
Passmore describes teaching as a covert triadic relationship comprised of a 
teacher, student and subject. For him, these three parts dynamically exist in relation to 
each other, but in a subtle way. In an overt relationship, on the other hand, the learner is 
little more than an empty vessel or a clean slate where the teacher is the only active agent, 
and the subject is a clearly defined entity (1980, p. 23). He asserts that we are all able to 
learn from each other, although there are formal roles for both "teacher" and "student." 
He understands that there is a foundation of information we all require. Students and 
teachers alike are pluralistically comprised of systems that affect and interact with each 
other. Moreover, he holds that teaching that is either teacher, or student, or subject-
centered would obstruct the learning dynamic. 
A teacher-centered education would place too great a burden on a teacher to 
provide motivation and meaning. The teacher could perceive students as external to him, 
and more easily ignore other educational resources such as the students themselves. 
Teacher-centered education would also presume the teacher could infallibly determine 
the best way to share knowledge and comprehend all of its potential uses. 
A solely student-centered education would abdicate the responsibilities of the 
teacher as skilled guide and interpreter of what may be important to learn and how 
information should be processed. He was quite aware that John Dewey shifted his 
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emphasis away from student orientation after it became clear that learning without a 
skilled guiding force can "easily lead to a scatterbrained approach to learning" (p. 33). 
"Subjects can have formal structures, which the child has to learn to 
accommodate himself to and to appreciate," (p. 32). But strictly subject-centered 
education raises what is to be learned above both teacher and student and reduces the 
human context of the learning process. He agrees with Dewey's emphasis on the 
classroom as a social institution in which the interaction of teachers and students in the 
joint venture of discovery is what best drives the learning process (p. 30). 
Passmore's Nine Constructs 
Passmore sets forth nine education constructs that he calls "the grammar of 
pedagogy" (p. v) and devotes a chapter in The Philosophy of Teaching to each. These 
constructs arise from lectures, writings and years of internal debate and contemplation. 
These constructs are: developing capacities; teaching to acquire information; imparting 
information; information and capacities; cultivating habits; cultivating imagination; 
teaching to be critical; teaching to care and be careful; and, teaching to understand. 
Constructs regarding processing information appear to overlap, and certain ones are more 
profound and far reaching in impact upon education than others. Constructs are the 
building blocks of theory. Each construct is both discrete and unique, while being 
interdependent. He is one of the founders of applied philosophy and so would use the 
constructs as blocks, as title of the book in which he proposed them would indicate, The 
Philosophy ofTeaching. It would be more appropriate to discuss each of them in detail 
and describe their relation to each other and his other writings. 
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1. Developing Capacities. 
Passmore states that we learn about ourselves through the world around us. He 
says that, although a student can develop an interest in knowing how to do something, 
'"know-how' is pointless unless the pupil in interested in exercising the capacity in 
question .... Furthermore, the acquisition of know-how, divorced from wider 
considerations, can be not only useless, but dangerous. That is most obvious in 
communication skills" (p. 39). The teacher has the difficult task of combining guidance 
of a learner in the development of a capacity with the discipline needed to utilize it, the 
student's interest, and the responsibility to use the capacity in a moral way. 
He distinguishes two types of capacities, open and closed. A closed capacity is 
self-contained and able to be mastered. In a closed capacity, the student learns the secrets 
of mastery of a skill, such as simple mathematics or driving. However complex a closed 
capacity may be, it can be mastered, and with mastery comes routine. He states that the 
teacher has a vital role in imparting closed capacity skills. The teacher trains the learner 
through demonstration, instruction, practice, correction, and reinforcement (pp. 40-42). 
If it were in our nature to be content solely with routine, then a highly-structured, 
predictable, robotic-like life would be enough for us. However, it is in our nature to seek 
more than this, even though we sense that we can never achieve mastery. He advocates 
education that opens our capacities to perceive and appreciate connections to other 
disciplines. Through opening our capacities we are able to imagine, create, excel, and 
explore that which otherwise may well be beyond what traditional wisdom can 
comprehend. 
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Although simple mathematics is a closed capacity~ it may be used to demonstrate 
that closed capacities are often doorways to learning the open capacities. It is learning 
open capacities that push the boundaries of our comprehension, such as advanced 
mathematics and science. Therefore the teacher of closed capacities has the 
responsibility of sharing mastery with a student. Yet the teacher who is engaged in a 
learner's acquisition of an open capacity anticipates the moment when the student may 
well match or surpass what the teacher can imagine as possible. Once that moment has 
occurred, the teacher and student may become engaged in a dynamic learning process 
that exemplifies proper teaching and learning .. 
Passmore argues that the methods used to educate students in a closed capacity 
can also be applied in teaching open capacities. Demonstration has value since a learner 
may interpret a demonstration in a different and inventive way than the teacher intended 
(p. 46). He says that a teacher has the moral responsibility not only to instruct the 
practice of skill and discipline, but also reinforce the practice of critical and creative 
thinking by the learner. In so doing, the teacher encourages growth in skill and 
understanding of open and closed capacities in ways that do not create false boundaries 
(pp. 47-49). 
He closes his discussion of open and closed capacities in education by describing 
how they should be incorporated in a school's curriculum that promotes learning as a 
lifelong activity. He states that open capacities are more suited to lifetime learning. Each 
capacity can be broad or narrow in focus. Chess would be an example of an open but 
narrow capacity. Simple mathematics would be an example of a broad but closed 
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capacity. An example of a closed and narrow capacity would be driving. But the most 
important capacity is one that is open and broad. Examples of this capacity are art, 
science, philosophy, the transfer of information through teaching, and fmding 
connections in time, space and knowledge (p. 52). 
Systems of education can properly be rebuked for teaching too few of the broad 
and open capacities needed by a life-long learner, but not for teaching any one of 
them. What other capacities they need to teach is a matter for argument. But that 
every child should be taught how to learn on as broad a front as possible can 
scarcely be a matter of dispute (pp. 54-55). 
He describes the need to teach open and broad capacities as a moral responsibility. This 
is consistent with the distinction made by philosopher Henri Bergson in Serious Art 
(1991). Bergson distinguishes between convention-based "closed" morality and an open 
morality that requires critical thought and imaginative application to an ever-changing 
Heraclitean world (1991, pp. 172-172). 
2. Teaching to Acguire Information. 
Through Passmore we have an opportunity to step back and contemplate, instead 
of merely analyzing, how we acquire knowledge. But he admonishes us that information 
we acquire may well be misinformation. Although it has been claimed that experience is 
the only teacher, he questions the simplicity of that claim. 
Indeed, a seven-fold distinction suggests itself: between what we learn by 
observation, what we learn from, or through, experience, what we "pick up" from 
others, what we learn by study, what we derive by experience, and what is 
imparted to us by a teacher (1980, p. 60). 
He agrees with John Dewey and other educators that we learn by, from or through 
experience. Yet he disagrees with Dewey's claim that learning through experience is 
entirely interactive. He considers that observation is also a potent source for learning (pp. 
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58-60). 
Even as mere spectators we do more than passively reflect upon what we observe. 
We use our imaginations to try to make sense of what we see and come to different 
conclusions even when we observe the same thing (p. 61). We often affect others in the 
environment and alter what occurs. For example, it cannot be denied that the quiet 
student has an impact on the other students, as well as teachers, and modifies the 
dynamics of the classroom. Quiet students often perform well in the class although 
contributing to it in different ways than the more actively engaged students. 
Indeed, those who might be classified as lifetime observers can have much to 
teach us as well. Ruth Sienkewicz-Mercer (1950-1998) was a woman who had a strong, 
healthy mind trapped in a body severely impaired from cerebral palsy. She could not 
move, and could only communicate by moving her eyes. Although her parents informed 
the admitting physician regarding this, he labeled her as an imbecile and caused her to 
live eight years of her life in a large crib in the schizophrenic ward of the state institution 
in Belchertown, Massachusetts. She was eventually able to make student interns and 
nursing staff aware of the spark within her. She was even able to find marriage and 
happiness. She co-authored a book of her experiences, entitled I Raise My Eyes to Say 
Yes (1989). This book offered the reader much understanding about the paradoxes of co-
existent humanity and inhumanity, knowledge and ignorance, courage and subservience, 
as well as seeming hopelessness and the triumph of the indomitable human spirit. 
Teachers can strengthen the powers of observation in students and guide them in 
opening doors of wonder, as in the broad and open capacities of the sciences. Teachers 
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can point out what their pupils need to observe and how they should best observe, e.g. 
through field trips or object lessons. Yet observation must be balanced with other forms 
of information gathering, such as books. As in scaffolding, the teacher should understand 
that what is gained from observation must always be in the context of what the learner 
knows; what skills, information and interests they possess; what their theoretical 
framework may be; and, what failures or successes they have had (1980, pp. 62-66). 
Passmore distinguishes learning "by, from or through" experience because he 
does not consider the terms synonymous. He describes learning by experience as trying 
out or first experimenting with something. This knowledge can be shared with others by 
enabling the learner to teach "how to" do something. In learning.from experience the 
student reflects and engages in a metacognitive process regarding what he has learned by 
experience and pursues the knowledge further with additional experimentation. When a 
student learns through experience he participates in the actual or simulated constructive 
experience. A teacher will use imitation and guide a student through mathematics and 
geography, for example, by using charts, diagrams, models and maps. He avers the 
importance of a continuing effort by the teacher to encourage generalization of what is 
learned so that the knowledge gained is more enduring and relevant (pp. 66-74). 
He states that much of what is good and bad that we learn is actually "picked up." 
He paraphrases John Locke (1632-1704) and David Hume (1711-1776) in claiming that 
intellectual progress occurs when information that has been picked up is abandoned. But 
he is more the practical educator in his position. He says that one of the most important 
tasks of a teacher is to help students learn how to discern between reliable and unreliable 
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sources and how to gauge the reliability of the information itself through critical 
examination (pp. 75-76). 
Passmore states that the difference between information that is "picked up" and 
that obtained through deliberate study is not great. However, the latter is a systematic 
effort to acquire specific information. Deliberate study involves practice and growth in 
the skills of reading, listening, choice of materials, and the ability to comprehend the 
logical course of an argument or position. Although the efficient use of a learner's time 
is important, he expresses concern over the imposition of arbitrary time limits on study. 
We all try to be more efficient in what we do so that we can do more and with greater 
effectiveness. This is true for lifelong learners as well. Whether one person takes more 
or less time than another to learn something is not as important as whether each has 
learned it well (pp. 76-77). 
He describes reading as a vicarious form of experience, rather than a form of 
observation. It is inferential learning through the experience of others and engaging the 
imagination. It uses the characters and authors as the models of behavior and experience 
in the worlds depicted in the literature. He concludes that information attained through 
inference is open-ended because it builds a bridge between specific information and 
greater application. The use of inference is an integral tool in developing the open 
capacities of the learner (pp. 78-81 ). 
3. Imparting Information. 
He distinguishes inculcating habitual responses to set questions from the process 
of imparting information. He paraphrases the Renaissance humanist Michel de 
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Montaigne's (1533-1592) position that students should at least be able to rephrase 
responses in their own words to demonstrate they have a substantial understanding of 
information. Passmore expresses concern over four types of objection to an emphasis 
placed on imparting of substantive, meaningful information. He classifies these 
objections as moral, practical, activist and structural. Education theorists who object to 
such emphasis on moral grounds claim that the primary goal of education is to build 
character. He responds that without access and use of stores of information, an educated 
person would have a severely limited ability to be a competent and imaginative 
participant in society, however virtuous he might be (pp. 85-86). 
Those who object to an emphasis on information-imparting on practical grounds 
say that much information is lost or forgotten soon after learning it. They assert that 
much information taught is actually misinformation. It lends itself to authoritarian 
systems that seek to instill in the learner a belief in unchanging, unalterable data or 
principles. He replies that it is important to emphasize how information is imparted. The 
learner needs to acquire a lot of information to be able to function in society as a 
competently educated person. When information is connected to a learner and the worlds 
of experience he knows and may come to know, he is more likely to retain what is most 
relevant. When the teacher underscores his own fallibility and the need to question and 
critically consider even the information that he teaches, the impact of possible 
misinformation will lessen. Furthermore, when a student learns in such a context, he 
becomes aware that his society is an ever changing one, and that no society or 
government possesses a perpetual right to exist (pp. 87 -89). 
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Passmore appreciates that some educators, e.g. Dewey, declare that learning must 
be actively engaged in and object to an emphasis on information-imparting that does not 
guarantee that. Yet he considers an education that does not link the past and present, as 
well as the near and far, to be intrinsically flawed. In order to establish these links, some 
listening, some reading, some application of imaginative connection building must be 
encouraged. Learners may have a great capacity to learn, but they are initially individual 
and narrow. Learners may possess an enormous aptitude for empathy and acceptance, 
but their early experiences are limited and disparate. "Dewey himself came to fear the 
consequences of his own teachings" (p. 90). Teachers can create problem-solving 
situations to excite students' desire to learn. The teacher must impart information in a 
way that appeals to their interest. But a learner's interest can also be stimulated by the 
very information that is imparted to him (pp. 89-94). 
The final objection that is raised to information imparting is a structural one. It 
assumes that education must be principle and rule-based. He attributes three different 
memory techniques to William James. They are mechanical, which relies on repetition; 
ingenious, which relies on mnemonic devices such as anagrams and rhymes; and, 
judicious, which relies upon an organized form or conceptual structure. Some proponents 
of structure-based learning have claimed that science itself is comprised of the use of 
such methods. Passmore asks how information is to be imparted that is not deducible 
from such rules and principles. He suggests that the teacher may either strain the 
information to fit such devices or abandon any attempt to impart information that is 
incompatible with a communicating structure. He gives the example of science and states 
40 
that it could be taught by describing its internal logic and method of inquiry or by 
describing its tenets, conceptual systems and principles. But the argument he directs at 
this theory of teaching is that "learning science is very different from learning what sort 
of thing science is" (p. 98). Structure-based teaching focuses on the forms but not on the 
substance. To obtain knowledge of the what and how of something and not comprehend 
the why can be, and has been, a dangerous thing (pp. 94-99). 
He discusses fields of study that are ill-disposed to highly structured education 
methods. He states that they are grossly inadequate in conveying the significance of such 
substantive concepts as power and social change, as well as value concepts such as 
dignity, empathy and freedom. English and history are eagles in cages in the structured 
curriculum. We can learn much about the eagle, yet never understand its true essence 
either to itself or to mankind without seeing it soar above us. Yet both detail and subtle 
humanist amorphism comprise English and history. In science not only the awareness of 
the need to solve environmental crises, but also the detailed knowledge and scientific 
method are vital. No theorem or objection to it is perfectly correct or completely wrong. 
As long as information is imparted in a way that supports the learner; connects him to 
society; and, to the extent possible, all societies in place and time, then it is a worthwhile 
endeavor (pp. 100-1 02). 
4. Information and Capacities. 
Passmore observes that distinctions are often made between information that has 
immediate practical value and information that is more far reaching in scope. He 
classifies the latter as either theoretical or historical. 
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Theoretical information is universal in scope. It tells us that certain relationships 
hold anywhere and everywhere, or in all circumstances in a fixed proportion of 
cases .... Historical information is either about a particular thing or a particular 
set of things at a particular time and place (pp. 109-110). 
He then considers whether all information, only theoretical information; or, only 
historical information have value. 
He begins his consideration of the first premise, by positing ''that all information 
can in principle be 'manifested in modes of activity'" (p. 11 0) as long as the modes of 
activity are broadly defined. In any case, the ability to be so manifested is not evidence 
of value. He alleges that mere possession of information has no value unless it can be 
communicated to others through didactic capacity is be able to have inferences drawn 
from it. He offers the example of imparting information to a child who is without 
sufficient cognitive capabilities. It may also not be ascertainable whether a child has 
either acquired information or didactic and inferential capacities regarding it. He 
concludes that information must have intrinsic value, such as a revelation, regardless of a 
perception that it is capable of being communicated or generate inference (pp. 110-112). 
With respect to historical theoretical information, he discusses the positions of 
pragmatists like Charles Sanders Peirce, William James and John Dewey who argued that 
the value of knowledge depends upon the actions it enables us to perform. Yet Passmore 
notes that Peirce later came to the realization that 
The only activity which is desirable for its own sake "is to render ideas and things 
reasonable," to see how they "hang together," to attain to a theoretical 
understanding of them. Action ... is valuable only as a means to understanding; 
and science ... is valuable only as a means to understanding, not as a guide to 
action (p. 114). 
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This conclusion has a significant impact upon all formal education. The search for 
knowledge and its acquisition have intrinsic value and are, as he would agree with Plato 
in claiming, defining human characteristics (pp. 113-116). 
Passmore resolves his inquiry with the following affirmations: that knowledge has 
value beyond practical considerations; that information is worthwhile if it can confuse, 
shock or illuminate us; that historical information is substantially a closed capacity but 
can be very broad; and, that theoretical information is an open capacity, but can be broad 
or narrow depending upon its level of specialization (pp. 116-118). In other words, a 
choice to exclude any of these forms of information in a formal curriculum is to provide 
an inadequate education and undermine its true purpose. 
5. Cultiyating Habits. 
In this construct, he contemplates what is understood in education to be a habit 
He says that habit is traditionally defined as a settled disposition to act in a certain way. 
To some, competence and skill are the opposite of habit because they require intelligence, 
awareness and self-assessment. They consider none of these to be characteristics of 
habit. He describes character traits such as honesty and courage as also being settled 
dispositions to act in a certain way. But character traits can never become automatic like 
habits, so they are not the same. And although skills are also never automatic, they 
contain elements ofhabituation. Where competencies require reflection in certain 
circumstances, habits do not. Yet habits share with each of these the fact that they can be 
established or extinguished through training. Habits can be of a bad, nervous or addictive 
kind and as such should be negatively reinforced. However, they are sometimes 
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inadvertently encouraged (pp. 120-123). 
He describes the habits of play are generally good, but may also encourage 
dependency. Examples of addictive play might be gambling and video games. Play may 
be spontaneous and based on the internal rules of the individual or based upon social 
rules. When play is socially directed, it can become a source of growth or anxiety 
depending upon the circumstances. Teachers can help guide the course of play in the 
school environment so that positive growth and development will more likely occur than 
negative ones. The teacher must accept or encourage the regularity of certain play 
without allowing it to become too routine. When it does so, obedience to the rules of 
play becomes habituated and predominant, and the students become less adaptable to the 
changing circumstances in which the play occurs. To do something from a rule is not the 
same as to do it as a rule (pp. 124-126). 
He says that teachers should develop methods of modeling, reinforcement, 
instruction, and reason to eradicate or establish habits in the learner. He agrees with 
Locke who considered example-setting as one of the plainest, easiest and most 
efficacious methods to instruct children. The challenge for the teacher is to make sure 
that all intended and unintended actions that may be imitated by learners have positive 
social, moral and intellectual outcomes. Since children also learn through copying each 
other, the teacher should balance guidance of these interactions with an allowance for 
spontaneity. The extent to which a teacher can monitor this process in our complex 
society is a daunting task (pp. 124-126). 
A teacher is often required to expend much effort in disassembling habits and 
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routines that have become established as a result of the imitation of bad habits and 
exclusive of modeling others. He disagrees with Locke's perception of the learner as a 
tabula rasa or piece of wax since the student enters the teacher's classroom already 
comprised of a bundle of predilections. Passmore emphasizes the importance of a 
teacher's impact upon students as a positive role model. If the teacher is admired, 
students will emulate him; his example can have a positive, rippling effect (pp. 126-128). 
He distinguishes between extrinsic and intrinsic reinforcements. He considers 
extrinsic reinforcement to be vulnerable to manipulation by the student to minimize its 
effect. It promotes secrecy and avoidance as much as any intended outcome. With 
respect to intrinsic reinforcement, he suggests that a strong sense of moral responsibility 
may be imprinted upon the learner. The student will be guided by his own feelings of 
guilt and satisfaction in the correctness of his actions whether anyone is there to observe 
or not. This conduct can grow into a pattern of correctness that will tend to strengthen 
itself and the resolve of the individual. 
In formal education these reinforcements are initiated by the school. Yet the 
teacher assumes a transformational role in filtering official policy into what students can 
incorporate into their own moral framework by his special relationship with them. A 
teacher that does not awaken in his students a desire to emulate what is positive in him 
loses a precious opportunity to guide them. He may even foster resentment to him and 
the authority he represents (pp. 128-132). 
He is cautious about the use of instruction in the establishment of habits. He 
agrees with the need in language, for example, to have some rules that allow 
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communication to occur. But he disagrees with the overemphasis of rules merely 
because a society may be inclined to be "instruction-giving and instruction-following" (p. 
134). Rules in language may well inhibit the learning of other languages that have 
substantially different rules. But if rules are to be useful at all, the learner must be able to 
understand their application and be able to rely upon the rule giver as someone who is 
providing him with the best available rules to follow. 
He does not think that this is as simple as it seems since, as with language, rules 
tend to replace other rules in cycles over time. He gives the example of the ongoing 
dispute regarding the relative efficacy of phonetics and sight reading that has been fought 
since seventeenth century France. He suggests that the most important criterion for 
inculcating a habit of reading is whether it is likely to arouse and sustain a life-long 
enjoyment of reading. And he further states that linguistic critics such as Noah Chomsky 
question the very foundation upon which rule-based language habituation is predicated 
(pp. 132-137, 144). 
Finally, he also agrees with Locke in the use of reasons as a method of 
establishing a habit. Passmore divides reasons into those that are arbitrary or rational. 
He says that many rules given in a school setting are too often arbitrary. Rational rules 
often can be demonstrated to be a good, if not the best, means of achieving goal. What 
contrasts the rational rule with the arbitrary rule in this case is that historical or other 
reasons are provided with the rational rule. Some rules are based upon certain principles 
that, if verifiable, provide some basis for accepting the rule. These types of rational rules 
fulfill a practical purpose. Generally, they are narrow in time or focus and are limited in 
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the extent to which they can promote habits (pp. 126-128, 132-134). 
Still, another level of rules exists that require a theoretical justification as with 
advanced mathematics. He warns the teacher to avoid giving superficial answers that are 
ultimately indefensible. It may be that the learner is not yet able to comprehend the 
underlying theories of a rule. But if a teacher fails to provide him with means to 
understand, the learner may never acquire the rule. At any rate, one of the most useful 
techniques in any of these methods of inculcation habits and rules is to practice in both a 
specific and generalized way (pp. 137-140). 
Passmore concludes this construct with the following: 
1. Where it is possible to give a pupil a good reasons, which he is in a position to 
understand, for adopting a habit, those reasons should be given. 
2. Pupils should not be given reasons for adopting habits which are actually bad 
reasons. 
3. Pupil will sometimes have to acquire habits when there is no reason for 
adopting them except that they are "what is done" or when the reason for 
adopting them is not intelligible to them at the time at which they need to 
adopt them. This should be explained to them (pp. 141-142). 
Teachers need to be aware that these methods should be adapted to circumstances that 
may change from student to student and from situation to situation. He contends that a 
pretended rationality that leads to deceit and error is what must be avoided. An 
overemphasis on rules and habituation of conduct, whether based on real or pretended 
rationality, may be attractive to an unchanging authoritarian society. It is dangerous to a 
democratic society that needs open-endedness, creativity, imagination, critical thinking 
and autonomy in its citizens to continually rebuild itself (pp. 140-142). 
6. Cultivating Imagination. 
He agrees with educators who argue that the cultivation of imagination is one of 
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the primary aims of education. He adamantly disagrees, therefore, with Plato ( 428-328 
BC) and Thomas Hobbes (1588-1679) who proclaim imagination to be decadent. 
Passmore notes the similarity between imaging, which means to visualize, and imagining, 
which requires the ability to "go beyond anything we have actually observed or 
experienced" (p. 146). If imagining goes beyond facts and experience, would not an 
increase in the amount of each encourage greater imaging? He, as does Dewey, warns 
that the amount and manner of imparting information can either enhance or diminish a 
child's ability to imagine. A learner needs an opportunity to reflect upon what he is 
being taught or able to experience so the amount he is asked to take in and the pace affect 
that ability to reflect. Whether or not the information is presented with the ability to 
discuss and critique it would affect the learner's capacity to consider its alternative 
possibilities. Imagining, then, is an open capacity form of learning, an ability to willingly 
enter into the world of the other, i.e. to develop empathy (pp. 145-149). 
He further agrees with Dewey's observation that imagination supplements and 
deepens what a learner experiences Qr is taught. They both distinguish imagination from 
mere fancy, which is something not grounded in reality and able to distract a learner from 
constructing meaningful knowledge. Passmore discounts fancy or fantasy as not 
imagining in a learning sense because imagining starts with a foundation in the 
observable reality, much like open capacities start from closed ones. He distinguishes 
imagination from make believe because the latter is only one example of the way in 
which the former is used. If belief is intended to be based upon what is real, yet 
unverified, then make-belief is what might or might not be real or realizable. Belief is 
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described by Sigmund Freud (1856-1939) as founded in work and reality-principle while 
make-belief is founded in play and the pleasure-principle (pp. 150-154, 156). 
Paradoxically, belief could well be misplaced and not sufficiently based in reality 
at all. And make-belief could be ultimately realized through leisurely reflection followed 
by action. He advises teachers "that in cultivating imagination [a student] is cultivating 
make-believe" (p. 155). For example, an architect's conception of an energy-efficient 
building is imaginative, pleasurable work not too distant from what some may consider 
play. In our imagination we seek to control our environment much as a scientist seeks to 
remove variables in order to assess alternatives (pp. 154-156). 
He contrasts being imaginative with behaving in a routine fashion in order frame 
the pedagogical problem for the teacher. He also says that imagination must have 
information as a starting point. A teacher can guide the learner to discover "how to do a 
certain thing imaginatively" (p. 157). However, he says we cannot define being 
imaginative as proceeding in a way that is not routine. Historians and scientists, for 
example, necessarily involve routine in their work but can make significant advances in 
their work when, by use of their imaginations, they perceive what others cannot. This 
can be demonstrated in Thomas Kuhn's (1922-1996) paradigm shifts that are arguably 
the bases for many scientific discoveries. Whether innovations are large or small, 
Passmore questions if human society could survive without them (p. 157). 
He warns of those in society who confuse imaginativeness with fancy either 
through careless thinking, fear or both. Authoritarian societies would desire convergent 
thinking where predictability and centrality of ideas are more consistent with their goals. 
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Imaginative thinking is more divergent and focused away from the routine or expected 
and more likely to be questioning the old and advocating the new. 
He suggests ways in which a teacher may be foster creativity in his classroom. 
The teacher might attempt to draw upon the students' creativity, or approach the subject 
matter in different ways. However, the teacher must be careful in imparting information 
pertaining to subjects like mathematics or science, for example. These subjects require 
such discipline and adherence to method that too often the emphasis on them causes too 
great a de-emphasis on the value of imagination in these subjects. Although it might be 
easier to stress imaginativeness in literature, it would be less humanistic if taught without 
regard to the drama and history of mankind. For a teacher to foster imagination in the 
arts is a form of courage since rules and routine are generally safer. Rules and routines 
will rarely assist us in our drive to see ourselves in others and others in ourselves, that is, 
to have empathy (pp. 158-163). 
When a teacher punishes imagination and apparent disorder and rewards timidity 
which may appear to be rationality and order, he imperils a child's imagination and the 
open society that imagination will help to sustain. 
Plato was right, from his own totalitarian point of view, to fear imaginativeness .. 
. . Imaginativeness lies at the very center of a free society .... We must not allow 
ourselves, out of weariness with the responsibilities and the risks of freedom ... 
to fall back on an education in which nothing counts except getting pupils to do 
well what they are told to do, getting them to conform to a pattern. That is the 
path to despotism (pp. 163-164). 
Teaching with the need to be careful, critical and imaginative is a difficult balance to 
maintain. But the teacher can not afford to do less because bureaucracy and reactionary 
thinking are waiting to insinuate themselves into the mind of the learner (pp. 163-164). 
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7. Teaching to be Critical. 
Passmore examines "being critical" in a learning context. He returns to his 
comparison of a habit, a skill and a character trait. Being contrary can be a habit, and 
being critical in a positive or negative way can be a character trait. But being critical in 
the sense of assessing information has to be a highly developed skill. A teacher may 
have to overcome a learner's character trait of being accepting and uncritical in order to 
guide him to know when and how to be critical of information he receives. Furthermore, 
the school apparatus and various levels of cultural influences can impose substantial 
resistance to a teacher's efforts to open a child's mind to questioning the very authority 
they represent (pp. 166-169). 
In addition to these inhibitions to a learner's growth and even the teacher's 
livelihood, the teacher himself may possess inhibiting factors. The teacher may have an 
authoritarian personality that limits learners' ability to go beyond the fixed norm. The 
compliant students will be rewarded and the more imaginative ones will be punished. 
The teacher, who has the capacity to criticize his own performance, beliefs and aptitude, 
as well as question the established norms themselves, will be able to promote a high level 
of competency in his students. Yet a teacher who is unsure of his own competence may 
hinder the necessary free flow of ideas. He may also hamper the back and forth of 
critical discussion that promotes initiative, independence, courage and imagination. The 
teacher may also possess beliefs that he is unwilling to submit to critical analysis. This 
would have a chilling effect on the scope of critical inquiry. An example would be where 
the teacher was educated in an authoritarian environment and be very uncomfortable in 
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an open forum of ideas (pp. 169-172). 
Even if discussion is not discouraged, it needs to be affirmatively encouraged. 
Discussion, as Passmore perceives it, must have certain parameters within which it has to 
remain to be effective. Teachers and students have to learn to value respect for each 
other and the positions expressed. Imaginative argument that is constructive, as opposed 
to mere caviling, should be the license to participate in a discussion. "The continued 
existence of the great traditions of art, science, philosophy, history, as also the continued 
existence of democracy and of reason-based morality, depend on the constant interplay 
between imagination and criticism" (p. 174). This interplay must occur within each mind 
and within the collective minds of the classroom. When criticism plays its essential role 
as a destructive force, it should direct that force against "cant, pretence, hypocrisy, 
complacent conservatism and fanciful radicalism" (p. 174). Imagination and criticism 
fulfills a special need in an open society. They are disturbers of the peace and the 
guardians of change (pp. 173-176). 
As Plato and other authoritarians would have it, critical discussion would be the 
privilege of the elite ruling class. In an open society each person has the right to 
contribute to its growth, to the degree he can, if he so chooses. The teacher's role is to 
assure that his students have the best opportunity to be able to contribute within the social 
and intellectual setting of the classroom and beyond it. 
The educator's problem is to break down the tendency to suppose that what is 
established by authority must be either accepted in toto or else merely evaded - a 
tendency to which, very probably, the child's early training will have inclined 
him. Once the teacher has done that, once he has aroused a critical attitude to any 
authority, he has made a major step forward (p. 177). 
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When the student is learning rules, habits and knowledge, he should also be learning how 
to critically discuss what he is learning. By doing so he becomes aware of potential 
defects in those rules, habits and knowledge that he can inquire into. 
It is crucial to provide the learner with problems rather than just exercises. The 
answers to the problems may be known or unknowable. But teachers should not fear the 
unknown or avoid potential controversy because part of learning is learning that no one is 
infallible and that nothing is a complete certainty. Unless students leave school puzzled, 
as with Socrates' gadfly, they may not become critical thinkers. The gadfly should bite 
from the earliest of a child's years to his last breath. And the teacher should be aware of 
his responsibility and what he should do and not do to uphold it (pp. 177-181 ). 
8. Teaching to Care and to be Careful. 
Passmore recalls memories of old school days and sees images of intense 
boredom and meaningless exercises in being careful in the wrong ways. Selective 
memory and misplaced nostalgia mold the minds of some educators and policy makers 
into considering that period as a golden age of education. This may occur especially 
when current education policies appear to them to reflect a systemic failure to properly 
impart information to students. He provides an example of extrinsic carefulness 
promoted in traditional English instruction that focused on neatness and penmanship. A 
student who was careful about what he wrote might have crossed out a word to replace it 
with a better one might be penalized for a lack of neatness. The student who chooses not 
to cross out the word and replace it may be more intellectually careless, yet more likely to 
receive a better grade. By an emphasis on the wrong type of intellectual caring, 
53 
traditional educators are more likely to graduate good technicians and scriveners than 
creative writers and thinkers. A student may learn that the physical appearance of an 
essay is more important than what is written. He may learn that mathematical formulas 
need to be placed in neat little rows on his paper. Or, he may learn that the beaker has to 
be filled just so in chemistry. And when this is so, he may very well never learn to care 
much for literature, mathematics or science at all (pp. 184-185). 
Passmore argues that these traditional methods promote convergent thinking that 
is so esteemed by authoritarian societies. An emphasis on caring more about the richness 
of knowledge that is imparted than its technical aspects promotes the divergent thinking 
necessary for freer societies to grow. Totalitarian societies would be content to graduate 
expert clerks, technicians and scriveners rather than critical thinkers who might 
undermine their control. Furthermore, he considers such an emphasis to be both a farce 
and a tragedy. It is a farce for advantaged students who have greater access to alternate 
sources of information and enlightenment. It is a tragedy for disadvantaged students who 
are forced to rely more heavily upon the formal, traditional methods imposed upon them. 
Class distinctions and biased preconceptions become reinforced, and disparity of 
opportunity lies like a heavy stone blocking the path to upward mobility. Many students 
fall between these extremes and make it through as best they can. They may not love 
learning as much as they should, but they are not completely alienated from it either. If 
an authoritarian educational system could not force non-elite students to be compliant, it 
would still prefer them to accept mediocrity than thirst for excellence (pp. 186-187). 
Conscientiousness, clarity and carefulness are virtues that are important in any 
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activity. Graduates who were skilled in even 
The most fundamentally important forms of carefulness, if [they] were able to 
write clearly, unambiguously, concisely, to read with accuracy, to argue cogently, 
to calculate accurately, to work carefully ... would be making a not 
inconsiderable contribution to the continued existence of civilization (p. 187). 
Mental clarity and carefulness are essential to a democratic society. But to teach them as 
skills is not enough, just as to teach someone "how to" do something is not enough to go 
beyond a closed capacity. A student must learn that when something is worth doing, it is 
worth caring to be careful about it, however long it may take to do it well (pp. 187 -188). 
In the "Teaching to Care and to be Careful" construct, Passmore writes about the 
need for passion in learning. When passion motivates the learner, he desires excellence 
in himself and what he does. The learner takes the patience and meticulous care to do 
something well for its own sake regardless of the external pressures to do only what is 
adequate. "It is a more serious objection to the older education that it so often failed to 
produce pupils who cared about carefulness than that it concentrated so much attention 
on training in being careful" (p. 188). Teachers must overcome the constant pressure 
from bureaucracy to produce that which suffices for an external standard. They must 
overcome their occasional feelings of boredom and a sense of pedantry and teach how to 
love something enough to be meticulous about attaining excellence in it. They must 
resist an undisciplined "woolliness" that supposes a lack of care to be a prerogative of 
free expression. Even free expression, if it is to be worthwhile, requires learning the 
importance of intrinsic carefulness (pp. 188-191 ). 
He affirms that the teacher must be careful in guiding students in learning how to 
be intrinsically careful without dulling their imaginativeness (p, 191 ). Children approach 
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learning as a game, so he uses that metaphor. As the game becomes more complex and 
its rules become more restrictive, they may lose some motivation to pursue it to its 
completion. The teacher must show the learner that what is gained in playing the game 
far surpasses learning the discipline needed to engage in it. The teacher must also be 
wary of alternative perceptions of the game by the students. They may drop out of the 
game mentally, or fully. They may accept the game as yet another burden placed upon 
them and toil along to appease those who require them to play it. They may use their 
facility in playing the game to reinforce their sense of superiority to others (pp. 191-193). 
Finally, they may learn to love it and cherish every aspect of it, whether they 
''win" or not, because to care enough about something is to find joy in it. "It is those who 
love who matter most .... Without lovers civilization will slowly die .... To love ... is to 
take trouble over, to care about and for, to cultivate and cherish" (pp. 194-195). This is 
the passion he calls upon educators to elicit from students. It is this passion, in the sense 
of caring deeply enough to do whatever is necessary to honor that love, that becomes the 
love of learning and excellence (pp. 191-195). 
9. Teaching to Understand. 
Passmore looks at how communication fails. He examines the qualities of the 
teacher, student and the learning environment. Understanding cannot be met without a 
commonality of language, syntax, vocabulary, historical background and an appropriate 
information-frame. When a student's language is not the same or at the same level as the 
teacher's language it will be difficult for the student to follow what the teacher is trying 
to guide him to do. The teacher must then focus on raising the linguistic competence of 
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the child to a sufficient level so that understanding can take place. Whether or not the 
teacher has adequate resources to accomplish this will affect his level of success. The 
teacher should also be aware of syntactical constructions that may be unfamiliar to the 
learner who might be from another area. The student may have a vocabulary, either 
generally or particular to the subject matter, that is substantially inadequate. So the 
teacher needs to expand the student's vocabulary. Words, names, phrases or sentences 
may also have an historical context that presumes prior cultural knowledge that sets them 
apart from their normal usage. He uses the phrase, "appropriate information-frame" to 
include social situations and relationships that affect word meaning (pp. 199-201). 
He also discusses another area of misunderstanding where a child may understand 
what a sentence says but not why it says it. Here he uses what educators call 
"scaffolding" when he describes understanding as occurring when a child makes 
connections to what he already knows. "The etymology of 'understand' itself suggests 
that 'understanding' is a matter of seeing one thing as coming under another'' (p. 202). A 
teacher may be justified in teaching general principles or rules such as grammar. But he 
must also recognize that understanding only comes from the learner seeing why and how 
they are used in a context that is meaningful for the student. The teacher might also use a 
historical narrative to tell the story of how or why the rule or principle came to be. 
Finally, the teacher should be ready to argue what the point of learning something 
a certain way may be. Teachers too often use false rationality to support their positions. 
They may also simply state that it is what they are asked to teach. The teacher must be 
honest at all times and share with his students that there may be no easy answers or no 
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perceptible reasons at all. He may say that it just has been done in a certain way, such as 
through tradition (pp. 202-204). 
The teacher should know enough about his students to answer the questions that 
are really asked in order for the response to promote understanding. A teacher does not 
have to solve all the child's riddles, nor will he have all the solutions anyway. In fact, 
when a learner leaves school puzzled, it would indicate a greater learning experience than 
a student leaving with the misapprehension that he has it all figured out. Indeed, when 
something clicks in a child, as in the so-called "Ah- ha!" moment, it could just as easily 
be a misunderstanding as an understanding. So part of the teacher's job is to ascertain 
when error occurs and confront it (pp. 205-206). 
Passmore examines what is meant by mastery of a subject. When we are able to 
function in a certain way consistently, even routinely, such as with driving a car, we have 
a practical understanding of driving, perhaps even mastery. This is much like mastering a 
closed capacity. Another kind of understanding is theoretical, which is not only 
mastering the function but also understanding that the function is part of a greater schema 
or general principle. 
The special function of schools and universities ... is to offer theoretical 
understanding .... That is their 'proper excellence' ... It is no part of the 
ordinary school's task to prepare children for particular employment ... It is ... 
the school's task to give the child that sort of understanding which will enable 
him more readily to adjust to the great changes which are bound to take place in 
his lifetime .... In an unchanging society this need not greatly matter, in our 
society it matters a great deal .... Theoretical understanding offers mobility, the 
capacity to change, to cope with unexpected situations. So far it is linked to 
freedom (pp. 208-209). 
Both practical and theoretical understanding, just as closed and open capacities, are 
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necessary for education learners to participate in a free society. But it is this theoretical 
understanding that affords the learner a mobility and adaptability to meet the reality of 
continuous change, occurring in unpredictable ways. (pp. 207-209). 
He closes this, his final construct, with an examination of the unpuzzled child, the 
child who makes no sustained effort to understand. He attributes to Dewey the theory 
that the teacher should try to enter the world of the learner to begin with the child's own 
problems and interests. But he says that the teacher should also draw the student outside 
of himself by offering him real alternatives to his own complacent sense of his world. 
There are stages of cognition, types of understanding, and different bases for not 
knowing. It is the teacher's responsibility to find out where the learner is situated in all 
this and guide him into the realm of caring about the world and the life that populates it. 
If the teacher fails in this, the unpuzzled child will grow into a person who may, 
in a sense, never actually leave his world to experience the real one. The child may never 
develop a true moral sense. He may never comprehend the richness of humanity and the 
empathy needed to appreciate it. And he may never become a fully evolved human 
being. Whether this person is in the lowliest station in life or a head of state, he might 
possess little of what it means to be a humane being (pp. 209-212). 
Conclusion 
John Passmore considers education as the ultimate protector and determiner of 
society. He strongly supports educational policy that assumes the responsibility for 
building a pluralistic society. He firmly opposes authoritarian attitudes in education. He 
demonstrates why and how these are directed at education in ways that undermine a 
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democratic education. In describing his constructs, he poses important concepts, their 
philosophical bases, and how to implement them. Major points of the constructs include 
a distinction between open and closed capacities. Emphasis on imparting information 
that may be mastered and become routine decreases and devalues instruction in open 
capacities areas more appropriate to democratic societies. He discusses how the learner 
processes information and discerns its correctness and significance. 
Teachers have the moral duty to nurture the critical thinking and questioning 
capabilities of the students while nourishing their imaginative and ethical characteristics. 
Teachers must advocate for their students to be free to question all sources of information 
and express their considered positions. Teachers should be very aware of the vital 
importance creativity, imagination, and empathy have in human civilization. The teacher 
should realize that where education supports a democratic society, he is in a learning 
environment for agents of change. There is the moral responsibility to guide students to 
use critical thinking and dialogue as both a destructive and reconstructive force. Finally, 
Passmore finds that students should learn to love learning and how to apply it so that they 
work conscientiously, with a great caring for truth and clarity. When these constructs are 
ultimately compared to the existing MELACF, some cause for concern is evinced. This 
is true, particularly when the historical context of the MELACF is also examined. 
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CHAPTER THREE 
MASSACHUSETTS ENGLISH LANGUAGE ARTS CURRICULUM 
FRAMEWORK: A IDSTORICAL PERSPECTIVE 
A child who is unable to express himself clearly and forcibly is ••. 
to that degree crippled ••. in the sense that he cannot fully participate 
in the life of the world around him. In a democratic society this is 
especially so (Passmore, The Philosophy of Teaching, 1980, p. 235). 
lbis chapter contemplates the current Massachusetts English Language Arts 
Curriculum Framework (MELACF). Since this Framework should represent the state of 
the art of English education in Massachusetts public schools. This review of the facts 
pertinent to better understanding how the Framework was constructed is central to this 
study. Analytical philosophy would investigate not only what the Framework is, but also 
why it is what it is, and how it became so. This requires an examination of the apparent 
state of American culture in Massachusetts as it has sought to educate itself from its 
earliest days through the present. This must include consideration of the influence of the 
politico-social environment, philosophical trends, and religious forces upon the 
establishment of public and private educational institutions. 
This inquiry is mindful of Passmore's abhorrence of totalitarian forms of 
education and passionate support of democratic forms. Therefore, it is worthwhile to 
consider the extent to which democracy as an educational ideal is historically realized or 
thwarted through dynamic societal interactions. This study also examines the impact that 
the four major schools of educational philosophy, i.e. perennialism, essentialism, 
romanticism and reconstructionism, have had in the development of the Framework. The 
first part of the discussion in this chapter follows the historical thread in American public 
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education, interwoven with actual and potential influences. The second part interprets the 
current state of the MELACF in light of the historical context. It also considers the 
Framework as it functions in the present educational milieu. 
Historical Background 
Massachusetts was founded upon the religious principles of the Puritans who 
came to the new land and imposed their own beliefs and constraints upon all within their 
sphere of influence. This included their predilection for the British oligarchic form of 
rule. This control diminished as outside influences and increased immigration changed 
the political landscape to a more broadly based populace. Still, as Thomas Jefferson 
Wertenbaker (1947) writes in The Puritan Oligarchy: 
When the nineteenth century dawned New England society was still 
undemocratic, the clergy and the moneyed classes were still entrenched behind a 
barrier of statutes, patronage, election devices, and traditions. In Massachusetts 
no atheist, no Jew, no man of meager income could be Governor; in Connecticut 
no Roman Catholic could be Governor. To be eligible for the Upper House in 
Massachusetts one must have a freehold of 300 (pounds] or personal property 
valued at 600 [pounds]; in New Hampshire a freehold of200 (pounds]. 'We have 
lived in a state which exhibits to the world a democratic exterior,' one New 
Englander remarked, 'but which actually practices all the arts of an organized 
aristocracy .. .' {pp. 342-343). 
Additional support for a limited access form of government may be found in the Articles 
of Confederation, as in the first sentence of Article Four, which stated that "the free 
inhabitants of each of these States, paupers, vagabonds, and fugitives from justice 
excepted, shall be entitled to all privileges and immunities of :free citizens." It is 
interesting to note that the victims of injustice are held in the same disregard as fugitives 
from justice. 
There was a commonly held belief that everyone should at least be able to read 
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the Bible. Anything beyond that was normally the purview of middle to upper classes. 
Poor children could enter an apprenticeship that included learning the skills of the trade, 
and sometimes reading, writing and arithmetic. Even some girls had access to limited 
educational opportunities. The disparity of effectiveness of different towns led to 
establishment of district schools that serviced several towns. The common school 
concept started at a privately fmanced individual level before the Revolutionary War. It 
was soon caught up in the political changes sweeping the land as well as the rationalist 
philosophical movement. It was considered almost in the context of universal education 
(Ryan & Cooper, Those Who Can, Teach, 2007, pp. 295-298). 
Rationalism during the eighteenth century was a world-wide philosophical 
movement. It was an age of enlightenment, of respect for reason. It possessed a will to 
progress that made bold efforts to reform despite resistance of the traditional. And the 
connection to education became clear. Albert Schweitzer wrote: 
The education of mankind in citizenship makes splendid progress. The general 
good becomes the criterion of excellence ... At the same time a beginning is 
made towards securing that everyone shall be educated in a manner corresponding 
to his human dignity and the needs of his personal welfare. The war against 
ignorance is begun (The Philosophy of Civilization, 1987, p. 173). 
Whether Schweitzer read his Jefferson would determine if the statement, "The war 
against ignorance" was influenced by, or coincidental with, one of Thomas Jefferson's 
driving themes. That theme was stated in a letter to George Wythe dated August 14, 
1786, "Preach ... a crusade against ignorance; establish and improve the law for 
educating the common people" (Foner, Ed., Thomas Jefferson, Selections from His 
Writings, 1943, p. 78). Either Schweitzer identifies Jefferson as a rationalist, or the 
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connection is self-evident. 
Others had decided should be a limitation of power to the few who were educated. 
Jefferson argued that such power should be shared among everyone. He advocated that 
everyone should be educated to wield that power responsibly. Others wanted power only 
to be held by property owners, presumably because they would be responsible due to 
their vested interest. Jefferson preferred to redistribute the vast lands of the new country 
into equal parcels so that everyone had a vested interest in the welfare of their country. 
"Where Jefferson looks forward to educating a new generation of children so that they 
can take their places as citizens, Hamilton cannot wait to enroll them into the labor force 
'at very tender age"' (Matthews, The Radical Politics ofThomas Jefforson, 1984, p. 115). 
So much more can be written about Jefferson's commitment to education and a 
democratic society than can reasonably fit this study. 
Interestingly, Revolutionary War heroes and founders of America such as 
Alexander Hamilton, Henry Knox, and John Adams demonstrated a deep distrust in 
democracy and populist movements. Even George Washington and James Madison were 
often on either side of the issue. On the other side, Jefferson and Benjamin Franklin 
strongly supported populism. Their belief in the need for enlightenment and investment 
of political power in the masses impelled them to extraordinary levels of foresight and 
conviction. It is their ideals that won the day and were the foundation of a system of 
public education that was emulated throughout the United States and the world. 
Henry Knox, the chief artillery general of the Colonial Army, expressed concern 
about the populist majority in the Massachusetts legislature in a letter to Washington. 
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'The property of the United States has been protected from the confiscation of 
Britain by the joint exertion of all ... This dreadful situation, for which our 
government have made no adequate provision, has alarmed every man of 
principle and property in New England ... What is to give us security against the 
violence oflawless men? Our government must be braced, changed and altered to 
secure our lives and property' (as quoted in Herbert Agar, 1933, The People's 
Choice, p. xix). 
George Washington responded to this type of concern by writing to Henry Lee, 
"Mankind, when left to themselves, are unfit for their own government" (p. xix). 
However, Washington tended to seek a balance, and joined with Thomas Jefferson in 
opposition to the establishment of pseudo-aristocratic organizations such as the Society 
of Cincinnati (Malone, 1951, Jefferson and the Rights of Man, p. 156.) 
Hamilton, who desired a more British form of government, unceasingly sought to 
centralize the government. He was successful only in some areas, such as the National 
Bank. He said that "There was a need to give 'the rich and well-born' a 'distinct, 
permanent share in the government" (Arblaster, Democracy, 2002, p. 39). Like 
Hamilton, Adams also supported two houses of Congress, saying that '"The rich ought to 
have an effectual barrier in the constitution against being robbed, plundered, and 
murdered ... and this can never be without an independent Senate"' (p. 39). 
John Adams had close ties to Jefferson during the earlier and later parts of their 
respective political careers. Adams had been instrumental in having Jefferson write the 
Declaration of Independence. Yet they disagreed vehemently about the populist 
revolution in France and the rights of free speech and political tolerance. John Adams so 
feared the populist revolution in France that, as president, he had four Alien and Sedition 
Acts enacted in quick succession to abridge the populist movement toward free speech 
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and tolerance. 
Finally, there is a reason why the Bill of Rights is not part of the original 
constitution. James Madison, the primary drafter of the Constitution, shared the opinion 
of John Adams and others that these rights were assumed since abuses in government 
would presumably be uprooted by a diligent electorate. He apparently feared the 
opposition to this omission and other aspects of the constitution by his life-long friend, 
Jefferson. He delayed a month in sending a copy of it to Jefferson, who was in Paris at 
the time. He later came to share Jefferson's concern and supported the passage of the 
Bill of Rights. 
In addition to the political changes sweeping the emerging nation, the spirit of 
religious rationalism was widely taking hold. Some discussion of this phenomenon is 
necessary to avoid the exclusion of a significant force in American public education from 
its origins to the present time. 
The churches, naturally, put themselves on the defensive against this spirit, but 
they are unable in the long run to hold out against the strong general convictions 
of the age. Protestantism succumbs first, because ... it carries within itself 
impulses to rationalism, inherited from Humanism .... And these impulses, 
hitherto suppressed, are now set free .... The fact that religious rationalism had 
already existed in a literary form facilitated its appearance (Schweitzer, p. 169). 
Unitarianism was the dominant formal expression of Protestant religious rationalism. 
The United State has never been a Christian nation, just a nation whose citizens 
were predominantly Christian. In writing a bill in Virginia supporting religious liberty, 
Thomas Jefferson said that it meant to protect the Jew and the Gentile, the Christian and 
the Mahometan, the Hindu, and infidel of every denomination. In a letter stating his 
position on this bill, he wrote that "Difference of opinion leads to inquiry, and inquiry 
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leads to truth" (Padover, The Complete Jefferson, 1943, p.954). The only mention of 
God in the Constitution was in the date. Several attempts were made to include 
references to God in the Constitution, but were soundly defeated. 
President Washington wrote to the Hebrew Congregation in Rhode Island 
assuring them that "Happily the government of the United States ... gives to bigotry no 
sanction, to persecution no assistance ... Everyone shall sit in safety under his own vine 
and fig tree, and there shall be none to make him afraid." And he described to the 
government in Tripoli during the era of the Barbary pirates, that "The government of the 
United States is not, in any sense, founded on the Christian religion" (Meacham, A 
Nation of Christians Is not a Christian Nation, October 7, 2007, pp. 1-2). 
To Jefferson, the simplicity of rationalism attracted many Christians into 
shrugging off Hellenic influences that 
Disfigured the simple religion of Jesus .... Very soon after his death it became 
muffled up in mysteries, and has been ever since kept in concealment. ... To 
penetrate and dissipate these clouds of darkness, the general mind must be 
strengthened by education (Padover, Democracy by Thomas Jefferson, 1939, pp. 
180-181. 
Unitarianism became the theological home for many Christian rationalists. This form of 
Protestant faith became a dominant force in early American culture. It was the target of 
many religious factions that opposed any form of education that did not include their 
particular precepts as part of its formal curriculum. 
Jefferson agreed with the Quaker preacher who said that in heaven God knew no 
distinctions and those who observed the moral precepts common to all would be allowed 
entry (pp. 182-183). 
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Freedom of religion, and against all maneuvers to bring about a legal ascendancy 
of one sect over another .... I have sworn ... eternal hostility against every form 
of tyranny over the mind of man. But that is all [the clergy] have to fear from me; 
and enough too in their opinion. Every church is to itself orthodox; to others 
erroneous or heretical (pp. 48, 166-167). 
This last sentence is especially important to reflect upon when considering the assaults 
upon the legitimacy of the common and public schools over time. 
An example of this assault is found in The Myth of the Common School (2002). 
Glenn attempts to limit the discussion of the establishment of the common school in 
American to that motivated by religious bias. He does this largely by eliminating 
political and philosophical elements from the discussion. Jefferson exerted substantial 
influence upon the universality and direction of education. John Dewey even wrote a 
book, The Living Thoughts of Thomas Jefferson (1940), which was a tribute to the 
thought and works of Thomas Jefferson. In it Dewey wrote about Jefferson's 
extraordinary contributions to the discussion and enabling of social, political, 
philosophical, educational, religious, and scientific movements. One way that Glenn 
minimizes the political influence on the common school movement to mention Jefferson 
only three times, two of which associate him contextually with the Jacobins (pp. 5, 89-
90), and his "essayists" as allies with Horace Mann (1796-1859). Despite the obvious 
connection of the common school to rationalism as described above, Glenn writes, "It 
would be a mistake to equate their position with the rationalism of the eighteenth century 
Enlightenment. Those who implemented the common school owed more to ... German 
Idealism ... than they did to Voltaire" (p. 60). Perhaps he considers Voltaire to be a 
Jacobin, too. 
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Actually, the common school movement was also influenced by social ethicists, 
including Hobbes, Locke, Hume, Bentham, Priestly and Adam Smith, who were not 
Idealists. Idealism did re-emerge in America in various forms, including the 
transcendentalism of Emerson and Alcott, about the mid-nineteenth century, after the 
common school movement was well-established. Glenn further minimizes the political 
element in the American common school movement by attempting to distinguish it from 
the education milieu in other countries. He finds that 
It is curious that the close sympathies that bound ... reformers in England and 
New England did not much extend to education. The primary differences among 
educational reformers seem to have been in ... the role of the state and the 
content of religious instruction (p. 112). 
Glenn's use of the term "role" was probably intended to further de-emphasize political 
influence. The ''role" each country had in relation to each other included two recent wars 
that ended over a hundred years of political and caste domination of one over the other. 
To Jefferson and other rationalists, education was a key to happiness. Why was 
the British system of education not more favorably viewed? Jefferson, struck by the 
squalor of England and pre-revolutionary France, compared America to Britain in 
utilitarian terms: 
Now let us compute by numbers the sum of happiness of the two countries. In 
England, happiness is the lot of the aristocracy only; and the proportion they bear 
to the laborers and paupers ... were I to guess that they are four in every hundred. 
Then the happiness of the nation would be to its misery as one in twenty-five. In 
the United States it is as eight millions to zero (Padover, 1939, p. 86). 
By seeking to eliminate considerable factors in the circumstances in which the American 
common school was born, Glenn distorts the dynamic. 
He characterizes the common school battle, and the concomitant founding of the 
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normal school, as a "Unitarian conspiracy" (Glenn, p. 143) against "orthodox" [see the 
quote from Jefferson, above] religion. It is interesting to note where and how Glenn 
applies the term, "orthodox." Glenn begins his book with the caveat that he is "an 
Evangelical Christian" {p. x). This should help dispel concern for potential bias in his 
study. Several readings of the book, however, actually point to its being underscored. 
Glenn describes that at this time "The basic concern of Catholics was not so much the 
presence of Protestant elements [in the common school], as with the lack of distinctively 
Catholic elements" (p, 50). Is that not really his own "basic concern"? One is reminded 
of the tactic in legal argument that mentions a potential harmful piece of information 
early in a trial to steal the opposition's thunder and hope that the jury eventually forgets 
about it. 
Perhaps in furthering the legalistic aspect of his argument, Glenn refers to several 
court cases and leaves the reader with impressions often inconsistent with the actual 
outcome. He decries the lack of understanding that those who are not of his faith have 
for parental decisions regarding the education of their children. For example, he cites 
Mozert v. Hawkins City Board of Education (October 5, 1987), the district court in a case 
involving a critical reading curriculum found for the parents. Yet, upon appeal the U. S. 
Appellate Court unanimously reversed the lower court's decision and en bane denied 
rehearing. The court cited long precedents of the U.S. Supreme Court that public 
schools served the purpose of teaching fundamental values essential to a democratic 
society. These included tolerance of divergent political and religious views and 
consideration of the sensibilities of others. The court quoted one parent as stating, "We 
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cannot be tolerant in that we accept other religious views on an equal basis with ours." It 
then commented that "While probably not an uncommon view of true believers in any 
religion, this statement graphically illustrates what is lacking in the plaintiffs' case" (827 
F. 2d 1058, et seq., p. 13). 
In his effort to undermine the public school system in favor of government 
supported private, religious schools, Glenn goes back in time to call the original bases of 
the common school movement a "myth." He calls it the creation of the intellectual elite 
to undermine the religious beliefs of the majority of Americans. Readers are asked to 
eschew the begged question of how such an event may have occurred at all. After all, is 
it not unique in the history of mankind, that a powerful elite group actually supported the 
universal education of all members of its society regardless of age, gender, ethnicity and 
religious beliefs? 
However, one final example of the subtlety of his argument will suffice to identify 
his true purpose in his Myth. He writes metaphorically that those of this supposedly 
oppressed group merely consider themselves yeast in the social dough. But would not 
such a yeastocracy would be invasive to the dozens of cultures who have enjoyed 
unleavened bread for centuries. By characterizing the group as yeast, Glenn implies that 
everyone else is so much salt, flour, sugar and water. Since his outlook is apparently 
distorted, this may not be yeast at all, but a colony offrrebrats, baneful to the Baker's 
kitchen. Passmore would identify Glenn's argument as one for convergence in thinking, 
and an attack on diversity. Learners should never be impeded, for purposes not their 
own, in questioning all sources of information and makers of rules. 
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Before returning to the primary discussion of the common school and reviewing 
the work of Horace Mann. It would be helpful to obtain independent observations of 
American society immediately prior to his becoming head of the Massachusetts board of 
education in 1837. De Tocqueville (1805-1859) made direct observations of the nascent 
American society. In his Democracy in America (1835, 1840) he describes observations 
of the American people that give insight into the culture of the time. "The majority can 
be mistaken as to its own true interests; hence the value of democratic government 
depends on its capacity to educate them politically" (Lamberti, Tocqueville and the Two 
Democracies, 1989, p. 110). He was quickly impressed with the importance of education 
in America, and described a typical American as one who 
Later fmds reasons for this popularly embraced war against ignorance. 
What good are the best laws if the citizens of a country do not have an adequate 
conception of their political obligations? The American system requires not only 
free institutions but also a certain level of education and a tradition of liberty (p. 
188). 
In addition to marveling at "How incredibly rapidly thought circulates within this 
wilderness" (p. 290), De Tocqueville observed that the education of children was 
commonplace. He found that in New England elementary education was universal. In 
Connecticut and Massachusetts that "It is rare to fmd a man who knows all of [many] 
things imperfectly, and whoever is absolutely ignorant of them is in a way a 
phenomenon" (Tocqueville, p. 289). But he made other observations as well. 
The first aspect of America that struck him when he landed was the religious 
aspect. "I had seen the spirit of religion and the spirit of freedom almost always move in 
contrary directions. Here I found them united intimately with one another: they reigned 
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together on the same soil" (p. 282). Even the clergy and laymen he spoke to 
All attributed the peaceful dominion that religion exercises in their country 
principally to the complete separation of church and state. I do not fear to affirm 
that during my stay in America I did not encounter a single man, priest or layman, 
who did not come to accord on this point (p. 283). 
He uses much stronger words to convey the same idea, i.e. that intermingling religion and 
politics hinders the human spirit (pp. 280, 287). 
This was the state of American society when Horace Mann was appointed head of 
the newly created Massachusetts Board of Education. To Mann, the public school 
possessed an intrinsic superiority to other human agencies. The superiority was based 
upon its universality of opportunity and focus on the child. He divided that focus into 
three areas, physical training, cultivation of the faculties and fashioning the learner's 
moral nature "into a sentiment of universal brotherhood" (Filler, Ed., Horace Mann on 
the Crisis in Education, 1965, pp. 130-131 ). In 1848, Mann was very aware that parts of 
Europe were engaged in political upheaval. 
Perhaps that is why Mann emphasized the revolutionary nature of education as he 
braced for the influx of European immigrants fleeing from that very turmoil. 
Universal education can counterwork this tendency to the domination of capital 
and the servility oflabor. Education ... is the great equalizer of the conditions of 
men,-- the balance wheel of the social machinery .... If this education should be 
universal and complete, it would do more than all things else to obliterate 
distinctions in society (pp. 124-125). 
Education was not only the great socio-economic equalizer, it was also the path to moral 
uplifting and religious tolerance. 
Education was a means to liberation from ignorance, poverty, slavery and other 
handicaps. Mann's effort represents one of the earliest systematic attempts to promote 
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social mobility through education. He organized libraries in many schools to foster 
independent reading. He valued self-educating over formal instruction. 
When he took over the presidency of Antioch College in 1852, it opened its doors 
to all races and religious sects, and admitted women on an equal basis with men, 
some educators predicted that these measures would promote the collapse of 
higher education (Ryan & Cooper, 2007, p. 300). 
Extending educational opportunities to persons of all variations in religious beliefs is a 
reasonable exercise in equalization of opportunity. It is unlikely to be a suppression of it. 
Therefore, if education became more secularized, it was more likely through popular 
choice, not restriction of it. 
The religious-oriented New England Primer was replaced by the McGuffey 
Readers as the trend toward secular education took greater hold. "The common schools 
finally settled on the teaching of basic moral values such as honesty and sincerity, as a 
substitute for direct religious instruction" (p. 299). Mann considered moral or character 
education to be of first importance. He also was aware of the distinction between moral 
and religious education. Citing examples, McCluskey writes in Public Schools and 
Moral Education (1958), "But when it came to the question of religious freedom, Mann 
fought for that freedom for those with whose beliefs he radically disagreed" (pp. 43, 50). 
Yet "Horace Mann rightly saw that in a pluralistic society religious freedom would be 
impaired if the theology of the dominant group were imposed upon all who would 
frequent the common school" (p. 89). He supported the "common-denominator" 
approach to religious discussion in education. If it was accepted by all Christian groups, 
then it presumably promoted the common interests. Bible discussion was limited to its 
actual words and not subject to interpretation by anyone other than the individual learner. 
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Christianity was a natural religion that, without tinkering by man, was effectively the 
Golden Rule (pp. 91, 94, 97). 
Mann established the normal school system to educate teachers in order to 
maintain their character and qualifications. He did this to avoid the degeneration of the 
Free Schools into pauper schools, "And the pauper schools will produce pauper souls, 
and the free press will become a false ... press, and the ignorant voters will become 
venal voters, and ... an oligarchy ... will govern the land" (Filler, Ed., 1965, p. 163). 
Normal schools were two year institutions that assisted elementary school teachers to 
become intellectual, moral and cultural models for their communities (Ryan & Cooper, 
2007, p. 300.) They drew some opposition at the time and their accomplishments were 
questioned by those who even today consider them to have been part of the Unitarian 
conspiracy. 
Along with the arrival of Europeans impacting the common school idea, there was 
an influx of ideas as well. Johann Pestalozzi (1747-1827) advocated for schools to be 
accepting and warm environments. Pestalozzi emphasized the powers of observation and 
the need to engage in object lessons, not unlike today's field trips, in order to exercise the 
human mind. Passmore describes Pestalozzi's ideas as a protest against the verbalism 
found in traditional, aka perennialist, classroom settings depicted by Dickens in Hard 
Times. In that book, the teacher, Mr. Gradgrind, told a student that, despite spending her 
life among horses, she did not know what a horse was because she did not know how to 
formally define one (Passmore, 1980, p. 62). Johann Herbart (1776-1841) advocated for 
an interrelation of subjects in the curriculum. 
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Each of these educators promoted logical systems and structure as well as core 
subject matter that followers tended to over-emphasize. "Yet however futile the 
traditional object-lesson may have been and however untenable the theoretical 
considerations by which it was justified, this is no reason for denying, as Dewey does, 
that we sometimes do acquire information by simple observation" (p. 63 ). Friedrich 
Froebel (1782-1852) introduced the concept of the kindergarten that would stimulate the 
child's imagination and help transmit culture through the teacher's modeling and 
guidance. Maria Montessori ( 1870-1952) established preschools that created an 
educational environment that children could be free to explore sensory experiences with 
teachers as guides (Ryan & Cooper, 2007, p. 302). 
While these educational movements were at their various stages of development 
and influence, an American educator assumed the mantel left by Mann. William Torrey 
Harris (1835-1909) was associated with Bronson Alcott's Concord School of Philosophy 
from 1880 until he became U.S. Commissioner of Education in 1889. A Hegelian, he 
attempted to organize all phases of education on the principles of Idealism until he 
stepped down in 1906. Besides the "glad tidings" of Alcott's and Theodore Parker's 
(1810-1860) transcendentalism, Harris was influenced by the German Idealism of his 
friend, Henry Conrad Brockmeyer (1828-1906), and Josiah Royce's (1855-1916) British-
based Absolute Idealism (McCluskey, 1958, pp. 107-108). 
Harris was prominent in the "St. Louis Movement in philosophy" (p. 116). This 
movement should be viewed as occurring during the interplay of communitarianism, 
rationalism, pantheism, idealism, materialism, agnosticism, Spencer's naturalism, and 
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Darwin's evolutionism. It was an attempt by Christian traditionalists to compromise the 
advances of science with their spiritual heritage without compromising their intellectual 
integrity. Despite his strong idealist and Christian foundation, and despite the continuing 
failed attempts by religious sects to undermine public education, he still insisted 
Upon the complete divorce between religion and public education ... The 
explanation of this apparent discrepancy will be found mainly in his Hegelian 
philosophy of institutions, as well as his acceptance of certain principles followed 
also by Horace Mann .... Harris adopts the Hegelian definition of education as 
the process through which the individual man becomes ethical. ... 'To make man 
ethical means, then, to fit him to live in the institutions of civilization --
cooperate with them, and to participate in their fruits (pp. 119-120). 
In America, the institutions of civilization were supposedly democratic. 
Harris remained fully committed to the value of universal free public education. 
He reiterated the words of Mann in that an education to perpetuate a ruling class requires 
only knowledge of the laws by which they rule. When the people make the laws, they 
need to be able to educate themselves. He writes that, "Only a people with universal 
education can sustain a republican form of government" (p. 126). He considered the 
moral imperative of education to be especially important among those pursuing higher 
education, such as teachers in normal schools, since educated adults were the best first 
exposure to learning children have. 
Finally, Harris pointed out an inherent intellectual conflict between religious and 
non-religious instruction. '"The principle of religious instruction is authority; that of 
secular instruction is demonstration and verification. It is obvious that these two 
principles should not be brought into the same school, but separated as widely as 
possible'" (p. 164). He opposed Bible-reading in the school for this reason. He 
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considered that any general nonsectarian approach to religion in public schools 
establishes, in effect, another sect. "The school must by the very nature of things attend 
exclusively to secular learning; accordingly, the school must be completely secularized" 
(p. 173). But amidst all the dark clouds of controversy, Harris found one more bright 
light in his horizon. That light was John Dewey. 
Harris was one of the earliest supporters of John Dewey. He agreed with Dewey 
that art was "of the three highest products of the soul which deal with the beautiful, good 
and true" (pp. 138-139). He found a like mind in Dewey's consideration of the will as 
Self-expressive activity in so far as it has the power of modifying the external 
stream of causality. Why does the self seek expression? In order to realize a 
consciousness of self. Therefore, self-expression postulates interests. This, for 
Harris, rescues the doctrine of interest from the crass determinism of materialists. 
Self-expression furnished a ready-made definition for the fundamental interest of 
all interests (p. 135). 
Harris very likely comprehended the spiritual implications of this position. 
John Dewey was born in 1859, the same year Horace Mann died and Darwin 
published Origin of the Species. Dewey writes of four special points in his intellectual 
development. 
The first is the importance of education. He says that interest in the theory and 
practice of education "fused with and brought together what might otherwise have 
been separate interests - that in psychology and that in social institutions and 
social life .... A second point [is] the .•. [serious questioning of] the current (and 
traditional) dualism in [separating science] and "morals" (p. 188). 
The third point was "the enormous advance in substituting [William James's] 'stream of 
consciousness' concept for discrete elementary states of mind" (p. 188). The fourth point 
was ''the perception of the importance of distinctive social categories, especially 
communication and participation" (p. 189). Dewey saw philosophy integrating with 
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science and meeting the needs of morals education and religion (p. 188). 
The influence of Darwin upon him can be seen in his these words, 
[Evolution] has two ethical bearings: it shows that man is not generically different 
from nature, and that consequently ethical science is not distinct in its methods 
and conceptions from physical science .... In short, ethics is freed from 
theological or metaphysical connections (p. 204). 
To Dewey, moral and ethical principles were hypotheses continually tested and modified. 
He writes that of the three levels of human conduct only one is moral. The other two are 
instinctual conduct and the placement of morality as an outcome to be achieved later. 
The tradition of placing such emphasis on the goal or end is "incipient morality" 
(p. 209). In this level, religion becomes the justification for human conceit, an 
ethnocentric view of the subservience of nature to man (p. 213). Some of Dewey's 
instrumentalist ethics or moral theory states that: 
Ethics originates in the interaction between human nature and social customs and 
institutions .... Ethics ... is continuous with the physical sciences, and ... the 
scientific method must be applied to ethical science. A moral principle is a tool 
for analyzing a special situation, but right or wrong is determined by the situation 
in its entirety, not by any rule .... The defining and cataloguing of moral qualities 
or virtues is ... usually based upon the false assumption that there exists some 
antecedent fixed moral reality. Growth is the moral aim of all life and education 
(p. 217-218). 
Going beyond realities, beyond our powers of observation, is self-defeating. The more 
specific questions and problems are the more genuine they are likely to be (p. 218). 
Dewey then connects this to the educational objective "to habituate children 
mentally to construct actual scenes of scenes of human interaction" (p. 235). He objects 
to a structured, moral textbook, form of ethical education. The goal should be in ''the 
formation of a sympathetic imagination for human relations in action" (p. 235). 
Instrumentalism equates growth with life. Educationally, ''this means (i) that the 
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educational components process has no end beyond itself, and that (ii) the educational 
process is one of continual reorganizing, reconstructing, transforming" (p. 245). It is 
necessary that this reconstruction persist with all due diligence until it is in harmony with 
the life affirmation of an implicitly scientific and democratic predisposition (p. 248). 
Looking back at the historical roots of the tradition of the separation between 
church and state, Dewey concludes that it sprang from denominational rivalry. In was 
also fed by the contest between those who want to perpetuate class distinctions and those 
who want to eliminate them (p. 249). 
Dewey's eloquence here is an echo of Horace Mann's as he recalls how common 
schools, bringing together children of different nationalities, languages, traditions, 
and creeds, and in assimilating them together upon the basis of what is in 
common and public in American endeavor and achievement, are performing an 
infinitely significant religious work. "They are,' he says, 'promoting the social 
unity out of which in the end genuine religious unity must grow" (p. 251 ). 
Democracy is a way of life. But it is a personal way of life that that requires education in 
a moral standard for personal conduct. This should not be inconsistent with religion. 
Dewey's educational philosophy arose partly in response to the prevailing 
educational philosophies of the day. In order to understand his philosophy of education 
better, its relation to the three other major schools of educational philosophy is examined. 
These three schools are perennialism, essentialism and romanticism. Perennialism 
emphasizes subject matter and unchanging truth. It is "derived primarily from the 
writings of Plato, views truth and nature, in particular human nature, as constant, 
objective, and unchanging" (Ryan & Cooper, 2000, p. 272). Learning is subject-oriented 
and teacher dictated. Knowledge is sought in the classics and in exclusion of the world 
outside the classroom. Education is intended to be the preparation for life, not life itself. 
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However, it is fairly well-known that Plato was an autocrat and Socrates a royalist, so the 
compatibility with a democratic society is unlikely. It is ironic that in their time, Socrates 
and Plato were not "classics." They were revolutionaries. If revolutionaries got it right 
once, it is comprehensible that they could get it right again. Even in law school, strict 
adherence to Socratic dialogue is uncommon. The emphasis is more on sophistry than 
Socratic discourse. And, in the defense of knowledge one has no vested interest in, this 
would suffice, since Socratic discipline is a moral choice. 
Essentialism is also subject-oriented. Its teachers are also the primary source of 
information. Unlike perennialism, however, essentialism derives its knowledge from the 
past and the present. Its goal is to inculcate the student with the essential information he 
needs to live well in society. "The individual child's interests, motivations, and 
psychological states are not given much attention" (p. 276). This school is a great force 
in American society today because it reinforces the trend toward standardization and high 
stakes testing. It arose in response to the romantic and reconstructionist schools' student-
centered form of education. Its ethno-centric core of knowledge is opposed to a 
culturally diverse one. 
This form of education is utilitarian in nature. As such it suffers one of the fatal 
flaws of utilitarian philosophy. It will never work in reality because there is no one in a 
position to decide what the greatest utility is. In education it would have to rely on 
bureaucrats determining from a detached, top down perspective what precisely a child 
should know today that will be applicable for all time. It would require elements of 
omniscience and prophecy. It would equate happiness with productivity. Some cultures 
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have told their students that they are in school to become office workers, regardless of the 
desires and dreams of their students, as elaborated upon below. Its model resembles a 
business model, not a democratic one. Despots, however benevolent they perceive 
themselves to be, could never co-exist with a democratic society. 
Romanticism is student-centered but distrustful of social influence. It allows the 
interests of the student to define the curriculum. It has been very influential in early 
childhood education. Froebel, Montessori and Pestalozzi all agreed with Rousseau's 
theories about education being a natural process driven by a child's natural curiosity (p. 
278). It presumes that ethical thoughts and conduct arise from the child isolated from the 
sullying influences of society. Dewey's reconstructionism is completely opposed to this. 
It holds that moral thought and conduct are derived from social interaction. Children 
evolve in many ways, including morally. They are able to learn empathy, a quality 
necessary for a just society. If this is true, a child raised in the manner of Rousseau could 
very well become an amoral, inhuman monster. 
Reconstructionism is primarily student-centered. Unlike the more Parmenidean 
unchanging oneness that typifies perennialism, and to some extent essentialism, it is 
Heraclitean in nature. It holds that the world is in a constant state of flux. The teacher 
engages with the student as co-learners. He uses his talents, knowledge, skills and 
sophisticated teaching methods to guide the student's learning. Students analyze 
problems in project and other contextual settings often in conjunction with the teacher 
and other students. "Subject matter knowledge may also provide information that leads 
to solutions. The focus for progressive educators is teaching students how to think rather 
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than what to think. It is the process, not the product, which is of greater importance" (p. 
281 ). It can be argued that the means to the end is of superior moral consequence than 
the end itself. Reconstructionism is thus an ethically superior form of education than the 
other three. It is the form most compatible with Passmore's education constructs. 
From the First World War to the 1980's American society saw changes in the 
political landscape of the world. Many young Americans, who were from the poor and 
middle classes, returned from the war with experiences from other lands and cultures. 
President Woodrow Wilson's call to make the world safe for democracy resulted in a 
popular movement to examine what democracy really meant and how best to implement 
it. In addition to the ratification of the Nineteenth Amendment in 1920 granting women 
the right to vote, democratically-oriented reconstructionism gained prominence in 
education. The rise of fascism, National Socialism, and communism heightened the 
political conflict within American educational policy. The trust in democratic institutions 
appeared misplaced as totalitarian governments ascended in power and influence. Some 
thought it was the militaristic response to these threats that eventually caused democratic 
tendencies to be subdued. Emphasis shifted to perennial and essentialist educational 
policy favored by the conservative, bureaucracy-disposed elements of American society. 
When Americans became aware of a betrayal by their government during the Vietnam 
War, reconstructionism regained prominence. The military-industrial (Congressional) 
complex that President Eisenhower warned the American people about in 1961 re-exerted 
its influence in the late 1970's. Ronald Reagan was elected president in 1980, ushering 
in a new era of political and educational policy that fueled the resurgence of conservative 
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traditionalism. 
A Nation at Risk: The Imperative for Educational Reform (1983) is one ofthe 
single most influential documents in modem American education today. It was the 
embodiment of the fear-generating "crisis in education" argument that had reflected neo-
conservative political policy for the past several decades. It was also the springboard for 
the current Core Knowledge movement. It listed 38 recommendations to counteract the 
purported traitorous malaise that has infested modem education. The onus was placed 
upon the current school systems that they remove themselves from the complacency of 
abetting imposition by "an unfriendly foreign power" (p. 1 ). It claimed that its generation 
would be the first to not even approach the level of educational skills of its previous 
generation. The general education level would continue to decline and lag further behind 
other nations. Quasi-martiallaw in the form of stricter controls and more traditional 
guidelines needed to be imposed to stop and reverse the decline (p. 1 ). 
National security is founded on education. Nonessential subjects should be 
dropped to focus more resources on the basics of subject-oriented courses. America 
needed to maintain or improve its position in the world at whatever cost. One criticism 
leveled against it could be that its recommendations lack teacher input and connection. 
The report contains references to studies that have come under question. There is also 
concern about political versus educational bias in the report. An example of this bias is 
the fact that funding for school desegregation efforts was repealed and integration efforts 
were being actively dismantled during the Reagan administration. (Apple, Teachers & 
Texts, 1986, p. 130). It may be recalled that Reagan sought to have condiments declared 
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as vegetables in order to save money in the school lunch program. 
An example of how numbers were often spun in favor of administration is given 
by U.S. Secretary of Education under Reagan's successor, George H. W. Bush, William 
J. Bennett. In praising Joe Clark for turning around a Patterson, New Jersey, school, 
Bennett called the school a "mecca of education." This was after Clark gained the 
reputation of being unafraid of issuing punishments 
With unusual severity and walked the hallways with a bullhorn and a bat. 
... [and] after Clark threw out 300 students who were late for class or had high 
absence rates, whom he described as "parasites" and "leeches." Two thirds of the 
students he threw out ended up in Passaic County Jail ... but average test scores 
briefly rose a bit because the kids who scored the lowest now were gone (Kozol, 
The Shame of the Nation, 2005, p. 199). 
At a time when child and poverty programs such as Head Start were to be curtailed, the 
Reagan and Bush administrations were compartmentalizing and decontextualizing the 
debate. Class sizes were growing and transfer options were scarcer. This diminished or 
removed the human factor in the discussion (p. 225). 
This mentality dominated educational policy until the next significant national 
educational policy event, the No Child Left Behind Act (NCLB) of2002. It came at a 
time when neo-conservative, neo-liberal, evangelical Christian groups, and the 
professional and managerial new middle class had merged political clout to elect 
President George W. Bush and achieve their combined political and educational agenda 
(Apple, Educating the "Right Way," 2001, pp. 38-59). NCLB proclaimed that students 
should seek higher standards and presented the system through which that would occur. 
Students, teachers and schools will be held accountable through a seJjes of standardized 
tests. It heavily relies on extrinsic motivation, which is consistent with the business, 
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bureaucratic model. And it is contrary to the student, parent, teacher, and community 
democratic model that relies on intrinsic motivation. 
Schools go from losing funding to being closed depending on how well they 
perform in accordance with objectified, standardized tests over time. Students could 
never be able to graduate high school unless they pass standardized tests. Public funding 
that was diverted from public schools could actually go to private educational entities. 
Private schools are substantially exempted from the standards of accountability. 
Therefore, some argue that the act, at least in part, is a veiled attempt to privatize 
education and disassemble public education. Another of the many objections this act has 
elicited is that the mandates are underfunded, causing grave financial burdens on the 
states and communities to meet the goals imposed (Ryan & Cooper, 2007, p. 352). Class 
sizes were growing and transfer options were scarcer. In addition to failing to provide 
adequate funding, the Bush administration has been cutting funding to child and poverty 
programs such as Head Start. The Bush administration's secretary of education, Rod 
Paige, author of the so-called, "Texas Miracle" (see below), called the National 
Education Association a "terrorist organization." The act also punishes schools that do 
not allow military recruiters access to their student base. This is arguably also a 
punishment to the "at risk" student who sees his options narrowing, leaving military 
service or a lifetime of underemployment as two of the few remaining viable options 
(Kozol, 2005, p. 205, 265, 267, 379). 
Each state has been allowed to set its own standard, which has found to be a 
source of inconsistency in any effort to fully standardize outcomes. After acts of 
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defiance and subterfuge by states, the administration has granted them more latitude in 
developing their own teaching and testing methods. There have been concerns that the 
lowering of academic standards may be a general trend. One other effect has been that 
teachers are pressured to teach to the test. A number of studies, including one by Boaler 
(Experiencing School Mathematics, 1998), have tended to show that studying to the test 
is less successful in both the long and short run than teaching critical thinking skills 
before subject matter (Apple, 2001, pp. 200-202). 
Rothstein has no problem with some aspects of standardized testing. "Tests have 
a place in evaluating schools, as they do in evaluating students. However, they are of 
little use in assessing other important academic skills, like creativity, insight, reasoning, 
and the application of knowledge to unrehearsed situations" (Rothstein, Class and 
Schools, 2004, p. 86). Teacher assessments are also standardized, although most teachers 
argue that more efficacious assessment should be conducted by peers. 
Opponents also say that NCLB is unfairly administered, too centralized, and 
ignores the role of the parent and community in the learning process. In ignoring the 
family and the community, the NLRB minimizes, and thus damages, qualities essential to 
a democracy. Top down flow of authority is also an anathema to democracy, which is 
premised on an upward flow of authority. NCLB is said to fail to balance accountability 
and the flow of authority. Accountability must be personally vested to be motivating, not 
externally imposed (Neill, Many Children Left Behind, 2004, pp. 1 06-112). 
This business model or market reform approach to education is further supported 
by the similarity to business tactics used to streamline companies. Similar to the 
87 
downsizing of businesses, schools have been closed and at risk students have been "laid-
off," so to speak by being removed from the school rosters. Rod Paige, the Secretary of 
Education for the Bush administration from 2001 to 2005, was the superintendent of the 
Houston Independent School District from 1994 to 2001. He engineered the "Texas 
Miracle" that demonstrated marked testing score advances and served as the basis for 
much of the NCLB legislation. 
It was found, however, that, as with Joe Clark, the improvement in test scores 
resulted from the elimination of a large percentage of the school student population. 
These students were mostly those considered at risk, and who tended to bring down the 
scoring averages. Yet, none of these students were listed as having left school. This 
tactic falsely inflated the score averages while maintaining a spuriously negligible drop 
out rate. As with some businesses that sometimes make themselves appear successful by 
engaging in questionable accounting practices, the civic and school administrators 
received bonuses, citations, plaques and other external rewards for their 
accomplishments. It later surfaced in news media, such as the August 24, 2004, 
television broadcast of "60 Minutes" that these dramatic successes were actually based 
upon false record-keeping and fraudulent accounting practices (Wood, Many Children 
Left Behind, p. 36). 
NCLB has been heralded as championing the implementation of evidenced-based 
research in education. Yet, NCLB actually promotes competition, not cooperation in 
learning; privatization of as many school services as possible; and, alternatives to public 
schools such as vouchers. Paige has called vouchers "opportunity scholarships," and the 
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next logical step in "education emancipation" from the "chains of bureaucracy" (Kohn, 
Many Children Left Behind, 2004, p. 89). 
Jamie McKenzie, a former superintendent, [said that] "Misrepresented as a reform 
effort, NCLB is actually a cynical effort to shift public school funding to a host of 
private schools, religious schools and free market diploma mills or corporate 
experiments in education." ... Senator Jim Jeffords ... has described the law as a 
back door maneuver "that will let the private sector take over public education, 
something the Republicans have wanted for years" (p. 84). 
The Bush administration has also substantially defunded the U.S. Census. And it is the 
Census that generates vital demographic data about many factors that affect education. 
The Educational Testing Service, considered to be largely reactionary in its 
educational perspective, noted in October, 2003, that there were 14 unambiguous factors 
that affected 
"Inequalities in those aspects of school, early life, and home circumstances that 
research has linked to achievement." Yet, except for standardized test scores, 
none of these measures of inequality appear in the A YP charts used to label 
schools and impose penalties (Karp, Many Children Left Behind, 2004, p. 61). 
Finally, the Bush administration touted the Reading First Program as one of the 
few NCLB unsullied success stories. Yet the "Final Inspection Report," published in 
September 2006, by the U.S. Department of Education Office oflnspector General found 
that the Department did not screen effectively for conflict of interest; used unauthorized 
requirements in the criteria used by the expert panels; and, in implementation of the 
Reading First Program, obscured statutory requirements and may have violated 
prohibitions of the Department of Education Organization Act. It also found that the 
Department did not "Select the Expert Review Panel in Compliance With the 
~ 
Requirements ofNCLB. ... Did Not Follow Its Own Guidance For The Peer Review 
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Process .... [And] Awarded Grants to States Without Documentation That the Subpanels 
Approved All Criteria" (pp. 6-13). The apparent bias and conflict of interest issues 
exposed by the Office of Inspector General often pertained to corporate involvement in 
program decisions. Corporate sponsored learning packages are becoming more prevalent 
and more relied upon as public educational resources continue to be cut back. "'The kids 
we're reaching,' said one marketing manager, 'are consumers in training" (Arblaster, 
Democracy, 2002, p. 101 ). This is the future of education unless educational philosophy 
that reasserts the democratic ideal, such as that espoused by Dewey and Passmore, are 
systematically promoted in educational policy. 
Massachusetts English Language Arts Curriculum Framework (MELACF) 
It is now appropriate to focus on the MELACF to see how Massachusetts has 
adapted to the national education. It is reasonable to commence this examination with 
Massachusetts Education Reform Act of 1993 (MERA) since many current state 
educational policies originate from this legislation and NCLB. MERA established a 
seven year plan to improve public education. The improvements included greater and 
more equitable funding, accountability for student learning and statewide standards for 
students, educators, schools and districts. The Massachusetts Comprehensive 
Assessment System (MCAS) was established, including a standardized tenth grade core 
subjects test. 
The English/language arts curriculum framework sets the goal that every student 
will read and write by grade three. The Board voted to administer an annual 
reading achievement test to all3rd graders beginning in the spring of 1997, to 
identify schools and districts most in need of assistance in meeting that critical 
goal .... Charter schools are independent new public schools ... [that] must be 
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open to all students and meet the same standards and testing requirements set by 
the Board of Education (Education Reform Progress Report, May 1997, pp. 1-3). 
The act also set up teacher certification tests and teacher training resources that would 
begin in January, 1998. These tests assessed subject content knowledge and skills in 
communication and literacy (p.3). 
The Massachusetts Department of Education (Mass. DOE) published annual 
"Education Fact Sheets" from 1996 through 2001. The August, 1997, issue favorably 
compared MCAS with the Massachusetts Education Assessment Program (MEAP) that it 
replaced. The development of the curriculum frameworks officially began in March of 
1995. On January 15, 1997, the Board accepted the revised English language arts 
curriculum framework. The August, 1998, issue announced Community Partnerships for 
Children (CPC) that would promote child and family literacy to three and four year olds. 
There were also the Massachusetts Family Network programs promoting family literacy 
and reinforcing activities. 
In 2000 the seven year plan ended and a new five year master plan was unveiled. 
This plan applied the Massachusetts Common Core of Learning, adopted in 1994. As 
part of its first goal initiatives it sought to establish 
A statewide consensus of what all students should know and be able to do when 
they graduate from high school. ... The assessment system is expected to utilize 
open-ended questions that focus on the creative and critical thinking skills called 
for by the Common Core. It would strive towards a goal of authenticity by 
incorporating essay, problem-solving, and other open-ended questions in place of 
multiple choice (pp. 1-2). 
The August, 2000 Fact Sheet identified a slight improvement in verbal and math scores 
from 1995 to 1999. It also noted that Massachusetts scores were slightly over national 
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scores on average. 
The Massachusetts Board of Education (Mass. BOE) wrote a report on what was 
the meaning and substance of The Massachusetts Common Core of Learning (MCCL). 
Its credo states that the Board of Education belief that, 
It is essential that all students be held to high standards of achievement in reading, 
writing, speaking standard English, mathematics and science, history and the arts . 
. . . The quality of each student's future will depend on his or her ability to gain 
and apply knowledge. An expanding base of knowledge in essential subject areas 
enables students to be effective and productive individuals, workers and citizens 
throughout life. Linking skills and knowledge acquired across disciplines is 
crucial to student success in school and the workplace of tomorrow (p. 1 ). 
It went on to describe its focus on the thinking and communicating skills in all 
disciplines. 
Its literature and language goal in gaining and applying knowledge section of 
MCCL was that students 
Read a rich variety of literary works including fiction, poetry, drama and 
nonfiction from different time periods and cultures, relating them to human 
aspirations and life experiences. Analyze implications of literary works, and 
communicate them through speaking, writing, artistic and other means of 
expression. Know and understand the development and structure of English and 
other languages and how learning another language fosters appreciation of 
peoples and cultures (p. 1 ). 
The First Annual Implementation Report listed five strategic goals. The first one 
addressed the establishment of new standards and programs for students to insure high 
achievement. Other goals were the enhancement of the quality and accountability of all 
educational personnel and the encouragement of innovation and accountability (p.1 ). It 
also contemplated lengthening school days and years (p. 3). 
Since January of2002 the Commonwealth of Massachusetts has been placed the 
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position of having to adapt its own, mildly successful educational program, to the 
national, untried and controversial program called NCLB. The Civic Core program 
replaced the 1997 frameworks. The 2001 MELACF is still currently in effect. It sets 
forth ten guiding principles and four strands, or content areas. 
The four strands are language, reading and literature, composition, and media. 
There are general standards with rationales in each strand. And general standard has 
learning standards that are more subject and student specific (MELACF, 2001, p. 1). The 
ten Guiding Principles are that an effective English language arts curriculum: 
1. Develops thinking and language together through interactive learning. 
2. Develops students' oral language and literacy through appropriately 
challenging learning. 
3. Draws on literature from many genres, time periods, and cultures, featuring 
works that reflect our common literary heritage. 
4. Emphasizes writing as an essential way to develop. Clarify, and communicate 
ideas in persuasive, expository, narrative and expressive discourse. 
5. Provides for literacy in all forms of media. 
6. Provides explicit skill instruction in reading and writing. 
7. Teaches the strategies necessary for acquiring academic knowledge, achieving 
common academic standards, and attaining independence in learning. 
8. Builds on the language, experiences, and interests that students bring to school. 
9. Develops each student's distinctive writing or speaking voice. 
10. Nurtures students' sense of their common ground as present or future 
American citizens in order to prepare them for responsible participation in our 
schools and civic life ... while encouraging respect for differences in home 
backgrounds (pp. 3-6). 
The first six general standards are in the language strand and they involve the structure, 
origins and appropriate communication of ideas through the use of the English language. 
The next eighteen general standards support the reading and literature strand. 
They encompass beginning reading through appreciation of deeper, more complex forms 
of expression. They also seek to connect to other disciplines where relevant. The next 
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seven general standards uphold the composition strand. They guide considerations of 
coherence, audience, theme, convention, organization, research, evaluation and 
presentation in writing. The last two general standards are in the media strand and cover 
the analysis and production of media. 
It would be hard to fmd fault with such lofty guiding principles and standards. 
However, it is interesting to note how the educator licensure tests depart from the 
emphasis on student-oriented learning. Teachers who are exhorted to encourage critical 
thinking and creative, empathic expression are tested on a subject-oriented format. In 
addition to the utilitarian flaw in essentialism pertaining to who is to determine what is to 
be taught, there is another inherent utilitarian flaw as well. Namely, how the educational 
quality of students, teachers, curricula is to be accurately assessed. This is demonstrated 
in the Massachusetts Tests for Educator Licensure for English. The tests adhere well to 
the Subject Matter Knowledge Requirements for Teacher (Education Laws and 
Regulations, 603 CMR 7.00, Sec. 7.06). Yet the comparative emphasis on subject matter 
over the ability to integrate knowledge and understanding of English is curious. Eighty 
percent of the value of the test is based on about one hundred multiple choice questions. 
The other twenty percent is based on two open-ended questions that also assess 
subject matter knowledge in a written format. These questions 
Require breadth of understanding of the English field and the ability to relate 
concepts from different aspects of the field. Responses ... are expected to be 
appropriate and accurate in the application of subject matter knowledge, to 
provide high-quality and relevant supporting evidence, and to demonstrate a 
soundness of argument and understanding of the English field (Mass. DOE, Mass. 
Tests for Educator Licensure, Test Information Booklet, 07-EnglishMA-SG-
FLD007-04, p. 31). 
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In other words, subject matter knowledge of English is able to be tested and assessed in a 
fonnat more demonstrative of field competence, i.e. written answers. Yet eighty percent 
of the test is standardized multiple choice format, arguably for bureaucratic convenience. 
Goldsmith, who had also worked with Gagnon on a critique of the Massachusetts 
History Education Framework, engaged in a series of critiques and responses with the 
Mass. DOE regarding the MELACF. She noted that the Framework does not specify test 
design, something that is important when noting the licensure testing format. 
Each grade level test is composed of two parts, administered separately: first a 
"long composition," to be written in a particular mode such as "informative," and 
second, sets of multiple choice and open-response items keyed to six reading 
passages, about half by authors referred to in the curriculum framework 
(Goldsmith, S., 2002, MCAS Circa 2001: As Good As It Should Be?, Journal of 
Education, 183 (1), p. 71). 
She questions the emphasis and timing of different English subjects such as vocabulary 
and types of composition. 
She notes that other countries "provide students with a collage of information 
from which they must craft an essay. The U.S. is almost unique in asking questions at a 
massively general level" (p. 81 ). She concludes that the grade ten reading 
comprehension test, for example, "measures 'aptitude'; fails to accurately diagnose the 
ordinary difficulties of learning in that subject, not to mention the particular academic 
problems of individuals and classrooms; and works to favor the most advantaged students 
and handicap many others" (pp. 70, 71, 86). The Mass. DOE responded to her critique in 
the next issue of the Journal of Education. However, its response was strikingly 
bureaucratic in tone. It stated that it "works with a professional testing company ... a 
number of advisory committees ... [and] blue ribbon panels of teachers, administrators 
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and other educators" (Butler et al, 2003, MCAS Revisited, Journal of Education, 183 (2), 
pp. 70, 72). The authors conclude that their response to Dr. Goldsmith's question as to 
whether the MCAS was as good as it should be, "is an unqualified 'yes"' (p. 76). 
Goldsmith's reply immediately followed the Mass. DOE response in the same issue of 
the Journal of Education. 
In that reply she pointed out that the Mass. DOE misstated underlying framework 
principles. Its response wrote that one framework principle was that '"students at each 
grade level learn most effectively by applying similar language skills and concepts to 
increasingly complex materials"' (Goldsmith, 2003, Reply, Journal of Education, 183 
(2), p. 78). She also states that the Framework says 
Nothing about "applying similar language skills and concepts"! That phrase 
suggests a pedagogical preference not embedded in the Framework, which allows 
for the experience and circumstances of individual teachers to inform their 
decisions about teaching to content standards. Moreover, the revised 2001 ELA 
Framework has been revised to preclude this particular preference (p. 79). 
Goldsmith also points out that the Mass. DOE failed to respond to many of her other 
substantive points. 
Areas of pedagogy set forth in John Passmore constructs are echoed in many of 
Goldsmith's apprehensions about the MELACF. For example, they share concerns that 
assessment deliberately or inadvertently reflects broad pedagogic decisions that might be 
inappropriate in context and sequence. They also note the deficiencies of assessing 
writing that values formalities oflanguage yet fails to detect a student's competence in 
the controlled, thoughtful expression. Finally, Passmore could well have said what 
Goldsmith did in her critique of grade ten reading comprehension testing noted above. 
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Conclusion 
It is curious to observe even the dean of a prestigious law school listing the 
number of democratic countries that existed in the world without also clarifying what 
"democratic" meant to each. There are about as many different types of democracies as 
there are countries to house them. The historical background presented in this chapter 
demonstrates that the way students are taught often depends upon how democracy is 
practiced in America. Changes in religious, political, and philosophical influences have 
contributed to instability in educational purpose and practice. The perceived dual identity 
of what an American democracy stands for promotes an educational environment that 
often says one thing and does another. Educators who have studied the MELACF seem 
to come to similar conclusions. This apparent paradox is further examined in the next 
chapter that provides a more in-depth analysis of MELACF. 
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CHAPTER FOUR 
THE MASSACHUSETTS ENGLISH LANGUAGE 
ARTS CURRICULUM FRAMEWORK 
"Specialization is dehumanizing •.• if it holds men ••• to a particular task, 
preventing them from following an activity, or an argument, wherever it leads ••. 
Or if it so structures men's tasks that they are encouraged to think of their [peers] 
not as collaborators, but as rivals, ••• to be regarded with suspicion, hostility and 
envy. (Passmore, The Peifectibility of Man, 1970, p. 284). 
This chapter closely analyzes the MELACF. It would be reasonable to expect a 
substantial amount of scholarship practically applied to the making of the Framework. 
For it is scholarship, not data reformulation, that should drive the practice of teaching. So 
it is disheartening to note that, although considerable effort may have gone into 
construction of the Framework, few resources are referenced. References are cited to 
enhance intellectual credibility, yet they do not contribute to the defense or explication of 
the Framework. Further, the references cited are devoid of philosophic considerations, 
thereby depriving educators and laypersons of bases for understanding the theoretical 
foundation for what the State has mandated (MELACF, June 2001, pp. 138-139). The 
absence of philosophic references, despite their potential abundance, suggests an anti-
intellectual bias in the formation of educational policy. 
This marked paucity of intellectual discourse in the public record is striking. It is 
argued that the MELACF, the intellectual infrastructure for public education, should lead 
to reasonable outcome tests for students and reflect a coherent position on the entire 
public education system itself. Perhaps Goldsmith is correct in stating that the failure of 
the Mass. BOE to "seriously engage any of my main lines of argument gives the 
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unfortunate appearance of taking somewhat lightly the Department of Education's 
responsibility to students, parents, and the public to strive for the highest quality test 
possible" (Goldsmith, Reply, p. 84). This highlights a bureaucratic resistance to input 
from teachers and scholars. 
Functional ignorance of the guidance offered in the very resources, such as Del pit 
and Chall, cited by the Framework itself adds evidence to Goldsmith's claims. For 
example, in Other People's Children, Delpit (1995) suggests three reasons why 
multicultural education has faired so poorly. Firstly, teachers are shown failure-based 
research that tends to show that education is in "crisis" and minorities tend to be 
mismatched to the school, thus exacerbating the crisis. Little is done to demonstrate the 
excellence achieved in these environments, so rationales for failure and minimalist 
achievement pervade teacher education. Secondly, "Nowhere do we foster inquiry into 
who our students really are or encourage teachers to develop links to the often rich home 
lives" (p. 1 79). This speaks to a child/teacher relationship not made part of the teacher 
education or something easily translated into the standardized testing format. Thirdly, 
Delpit criticizes the American education curriculum as "narrow and essentially 
Eurocentric curriculum" (pp. 178-181 ). This is basically the same criticism that has been 
historically directed against perennialist and essentialist educational theory in American 
education. 
The irony continues when we consider a warning by Chall, in Learning to Read, 
The Great Debate (1996) 
That teachers should be given more freedom in the use of methods and materials . 
. . . Most teachers and principals have little faith in the standardized tests ... The 
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results [of which] are not used ... as a basis for instruction and for decisions on 
methods and materials. Further, the standardized reading tests often mask some 
of the important outcomes of reading instruction because they measure a 
conglomerate of skills and abilities at the same time (p. 312). 
In citing Chall, yet ignoring her position, the Framework shows it is less reflective of the 
actual learning environment than of the philosophical and political predisposition of those 
in power. From a review of the historical background of the MELACF, that 
predisposition seems to be an emphasis on subject-oriented, common core education. 
Although he considers content knowledge to be important, Passmore argues that 
how knowledge is received, processed, and applied is of greater importance. The student 
is the most essential element in any learning environment. The teacher may be the 
learner himself, or part of teacher and student dialogue. Passmore understands that the 
subject matter may arise from a pre-planned curriculum or from existent circumstances. 
Therefore, whatever teachers are expected to know and how they are tested on this 
knowledge must always be viewed in respect to how it is relevant to the learner. 
Relevance should be identified by extrinsic and intrinsic criteria determined by the 
teacher with a personal awareness of the student. 
Extrinsic criteria include curricula and testing developed outside of the student's 
environment. It follows the essentialist, qua utilitarian, approach that the needs of others, 
(e.g. bureaucratic entities such as the state) are of greater importance than the needs of 
the individual. Intrinsic criteria focus on what is needed for the individual learner to 
build character; think critically; make connections; feel empathy; explore his creativity; 
and, develop an enduring moral framework. This follows a reconstructionist approach, 
and is central to Passmore's insistence upon educational integrity. 
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This chapter is divided into three parts. The first is an analysis of the ten Guiding 
Principles of the Framework. The second is an analysis of three of the four strands with 
their respective twenty-five standards. The Media Strand and its two standards are 
excluded from this discussion as they do not contribute substantially to it. The third part 
is of the review of the informational materials on Massachusetts Tests for Educator 
Licensure (MTEL) in light of the Framework analysis. 
Guiding Principle 1: "An effective English language arts curriculum develops 
thinking and language together through interactive learning." 
In this principle, the meaning of the terms, "effective" and "interactive" is left 
open to interpretation. The "how to think" develops as it interacts with language. The 
"what to think" is the "English language arts curriculum." Is it the student, parent, 
teacher, administrator, or detached government official who determines what is effective? 
Interaction is almost as boundless as the number and variety of human interactions can 
be. The explanatory paragraph that succeeds each guiding principle should clarify the 
principle. The first sentence restates part of the principle. Then there is a non-inclusive 
list of interactions students may engage in. It refers to the standards as specifically 
identifying the intellectual processes students would use in the interactions. The final 
sentence infers that the student is expected to further develop these processes as the 
English curriculum interacts with other disciplines (MELACF, June 2001, p. 3). 
Guiding Principle 2: "An effective English language arts curriculum develops 
students' oral language and literacy through appropriately challenging learning." 
A learner's thinking is not included in this principle except as understood through 
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the first principle. It specifies oral language, not written. What is meant by 
"appropriately challenging" is also open to interpretation. The explanatory paragraph 
starts by combining oral language activities, reading materials and interaction with others 
who are learning reading and writing. Oral and written language learning is to interact in 
an academic and social context. The paragraph states that essential elements of the 
school program are systematic phonics instruction and regular decoding skills practice. 
Passmore would consider this to be training in closed capacities. It offers that reading to 
others, including younger children, plays a critical role in developing vocabulary, 
imagination and an awareness of nature. This exercise would build language skills and 
moral qualities like empathy and a richer sense of one's place in nature. Once students 
acquire sufficient skills they can continue to refine them through various means (p. 3). 
Guiding Principle 3: "An effective English language arts curriculum draws on 
literature from many genres, time periods, and cultures, featuring works that reflect 
our common literary heritage." 
This principle is clearly essentialist in nature. It is unspecific as to how many, 
"many" is. It also leaves as open questions what are the criteria for selection of the 
materials and activities; the qualifications of those who select them; what other factors, 
such as political agenda and personal bias, may affect the selection; and, who decides 
what the "common literary heritage" is, and on what basis. The explanatory paragraphs 
state an intention the students become familiar with thousands of years of literary 
tradition. Similar questions may be asked here. It then limits the scope of study to the 
"literary and civic heritage of the English-speaking world." It then states that students 
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should be given broad exposure to works reflecting the diversity of "many" communities 
in America and of the world's countries and cultures. Two appendices to the Framework 
contain suggested authors and works of our "common literary and cultural heritage," 
contemporary American, and from cultures and countries. "A comprehensive literature 
curriculum contains works from both appendices." Teachers and librarians are to 
encourage independent reading (p. 4). 
Guiding Principle 4: "An effective English language arts curriculum emphasizes 
writing as an essential way to develop, clarify, and communicate ideas in persuasive, 
expository, narrative, and expressive discourse." 
This principle depicts writing as an essential means to develop, clarify and 
communicate ideas. Although not stated, it implies that writing is useful in the thinking 
process. There is a moral quality to how we develop and communicate ideas. It would 
be worthwhile to explain the ethical context in which students are asked to engage in 
persuasive, expository, narrative, and expressive discourse. The explanatory paragraph 
states only the following: 
At all levels, students' writing records their imagination and exploration. As 
students attempt to write clearly and coherently about increasingly complex ideas, 
their writing serves to propel intellectual growth. Through writing, students 
develop their ability to think, to communicate ideas, and to create worlds unseen 
(p. 4). 
This paragraph is lost in generic platitudes and seems barely relevant to the principle it 
purports to elaborate. An opportunity to expound upon the ethical implications of this 
principle is lost, perhaps unknowingly so. 
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Guiding Principle 5: "An effective English language arts curriculum provides for 
literacy in all forms of media." 
The explanatory paragraph lists various forms of prominent media in the modem 
world. It states that it expects "proficient students" to "apply the critical techniques 
learned in the study of literature and exposition to the evaluation of multimedia, 
television, radio, film, Internet sites, and video" (p. 4). It is unknown whether the term 
"proficient" is used here as a pre-condition to a student's access to this level of 
instruction, or merely in self-congratulation. It is heartening to know that the program's 
inclusion of multimedia is contemplated. It is unfortunate, however, that the term 
"critical" is used to describe "techniques" and not the students themselves. 
Guiding Principle 6: "An effective English language arts curriculum provides 
explicit instruction in reading and writing." 
The explanatory paragraph describes explicit instruction as systematic instruction. 
It discusses only phonics and phonemic awareness, but provides and example of a teacher 
correcting punctuation. It is presumed, therefore, to mean all forms of reading and 
writing in the English language. Systematic instruction can be done on a whole class, 
small group or individual basis. Explicit instruction is "most effective when it responds 
to specific problems students reveal in their work." The concern Passmore would raise, 
as would other analytic education philosophers, is whether substance and integrity of 
work and author are protected from the emphasis on form. In other words, would failure 
to choose form over substance be identified as "specific problems" (p. 5). 
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Guiding Principle 7: "An effective English language arts curriculum teaches the 
strategies necessary for acquiring academic knowledge, achieving common 
academic standards, and attaining independence in learning." 
Strategies, when used consistently with educational integrity, are helpful the 
acquisition of academic knowledge and learning independently. The main caveat in this 
principle is the reference to using strategies for "achieving common academic standards." 
The explanatory paragraph defmes strategies as skills that are internalized and applied 
purposefully. It also describes strategies as skills that become processes characteristic of 
critical thinking. For example, the paragraph lists students as learning strategists who 
formulate their own questions; confirm predictions while reading; monitor their own 
writing; articulate their learning strategies; and, evaluate their effectiveness. 
Yet some of these are capable of being either closed and open capacities. And 
some are clearly closed, as when a student "sounds out" words or "automatically" or 
"spontaneously" performs checks on punctuation. It is disconcertedly unclear how 
"achieving common academic standards" fits in here. It is important to see what 
strategies are recommended here. Perhaps the strands and standards may clarify this 
because there is no attempt to clarify it here. Official and actual strategies may be noble-
sounding on one hand, and involve cramming and Cliff Notes on the other (p. 5). 
Guiding Principle 8: "An effective English language arts curriculum builds on the 
language, experiences, and interests that students bring to school." 
This principle speaks to what Passmore brought out in his "Teaching to 
Understand" construct. The perspective is different, though. He would engage the 
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teacher in critical self-assessment regarding the causes for diversity-related inabilities to 
communicate. The explanatory paragraph appears to position the teacher as having to 
bear the "burden" of bringing outsiders into an accepted world, replete with "common 
academic standards." It states that teachers "recognize that sometimes students have 
learned ways of talking, thinking, and interacting that are effective at home and in their 
neighborhood, but which may not have the same meaning or usefulness in school" (p. 5). 
Where is the school, if not in the "neighborhood?'' Who determines whether information 
or mannerisms are "useful" or useless? Still, it is significant that at least the teacher is 
made aware of diverse worlds outside the classroom and the need to come to terms with 
them. The paragraph also recommends that teachers build bridges to help students learn 
"standard English." Fortunately, bridges usually support two way streets (p. 5). 
Guiding Principle 9: "An effective English language arts curriculum develops each 
student's distinctive writing or speaking voice." 
This principle has the most impact upon establishing a just, even democratic, 
classroom. The explanatory paragraph is set forth as follows: 
A student's writing and speaking voice is an expression of self. Students' voices 
tell us who they are, how they think, and what unique perspectives they bring to 
their learning. Students' voices develop when teachers provide opportunities for 
interaction, exploration, and communication. When students discuss ideas and 
read one another's writing, they learn to distinguish between formal and informal 
communication. They also learn about their classmates as unique individuals who 
can contribute their distinctive ideas, aspirations, and talents to the class, the 
school, the community, and the nation (p. 6). 
To this, Passmore offers the caveat the teacher is of great importance as a model. 
Therefore, the teacher must be able to encourage, inter alia, self-examination, empathy 
and respect for others, an ability to question everything, independent thinking, integrity 
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and a value structure. The powers of bureaucratic resistance are likely to be at play in 
this area, and the teacher must be able to choose autonomy over autocracy (p. 6). 
Guiding Principle 10: "While encouraging respect for differences in home 
backgrounds, an effective English language arts curriculum nurtures students' 
sense of their common ground as present or future American citizens in order to 
prepare them for responsible participation in our schools and in civic life." 
Although the principle is essentialist in content, the explanatory paragraph leaves 
the question open as to what ''responsible participation in our schools and in civic life" 
really means. It at least must rest upon how the teacher "nurtures students' sense of their 
common ground as present or future American citizens" in preparation. The explanatory 
paragraph has teachers ''taking advantage" of the students' diversity to help all students 
understand each other and the world. While doing this, the teacher is to blend in works in 
American cultural history so that the students become "self-governing citizens of the 
United States of America." That last phrase seems to seek to elicit a salute. The 
curriculum is intended to "serve as a unifying force in schools and society" (p. 6). 
What the paragraph allows is that students, who become aware of many of the 
world's diversities, can prepare for self-government through an English language arts 
curriculum. On that basis, they can become citizens of a country no one ever considered 
when they drafted the Framework. That should stand on its own in a just and democratic 
society. Passmore speaks of a democratic education as supporting divergent, not 
convergent, thinking. Yet the explicit intent of the Framework is to use the English 
language arts curriculum "as a unifying force in schools and ... the United States of 
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America." The battle lines are drawn in the classroom. The diversity of the students and 
the world stand as though with the democratic classroom on one side. The ''unifying" 
forces of the essentialist, homogenizing, and anti-democratic classroom may arguably 
stand with the administrative entities on the other. The teacher, at best, stands in the 
middle and mollifies the latter while effectuating the ideals of a democratic education. At 
worst, the teacher is either leading the charge or a mere foot soldier of that latter (p. 6). 
If the Guiding Principles are comprehensive, the text of the strands and standards 
should provide clues to understanding them. The Framework is divided into four strands, 
each with a set of standards. They are the Language Strand, the Reading and Literature 
Strand, the Composition Strand, and the Media Strand. This study excludes review of the 
Media Strand in order to focus on the three primary strands. 
Strands and Standards: 
Language Strand: It recommends allowing the children to talk "a great deal" to 
practice and improve their language skills. It promotes various ways to help students 
expand their vocabulary to meet their needs as adults. The strand would motivate 
students to learn English by teaching them of its origins and development. It dictates the 
need to learn the conventions of grammar, usage and syntax through explicit instruction. 
It also states that children would learn about and practice appropriate informal and 
formal, oral or written, English for various audiences (MELACF, June 2001, pp. 11-12.). 
The Language Strand has six general standards describing student interaction in 
greater detail. These six standards state that student will make their own rules for formal 
and informal discussions in varying-sized groups. Listening, questioning, and 
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cooperative skills will be practiced in gathering new knowledge in discussions, 
interviews, and presentations. Vocabulary will be enhanced through appropriate use in 
reading and writing and an awareness of the development of the English language. 
Students will competently use formal and informal English (p. 7). 
This strand implements the connection between developing creative thinking and 
language interaction as envisioned in the first principle. Guiding principle two offers the 
"appropriately challenging learning" criterion that the strand seeks to satisfy through a 
mixture of structured and social teaching programs that are intended to inculcate or 
awaken interest in oral language and literacy. Both the strand and the third principle 
stress a convergent direction toward English-centered goals. The strand incorporates the 
moral implications of the fourth principle. Students are to make their own rules and 
engage in formal and informal discussions in varying-sized groups. The teacher should 
set up formats for these discussions that satisfy the use of writing for persuasion, 
exposition, narration, and expression. This could work if the moral quality of the 
discourse is not diluted. 
The strand sets forth linguistic criteria that fit well with all forms of media as 
presented in the fifth principle. One criterion is competency in language appropriate 
formal and informal, oral and written, English for various audiences. Another is skill 
building in such areas as listening, questioning, cooperation, discussions, interviews and 
presentations. There is nothing in the strand that clarifies what is meant by the term, 
''proficient." The sixth principle dictates that students be explicitly instructed in reading 
and writing. The strand allows for this but does not further specify how this is to be 
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made consistent with the goals of a democratic classroom. This could be done where the 
substance and integrity of the work and author is never less than emphasis on form. 
The strand supports the strategies approach to the acquisition of knowledge and 
independent learning. It can be a means to moral development if used well. However, it 
may also be source of moral duplicity if a focus on ends rather than means jades the 
development of the strategy. This rests on what "common academic standards" in the 
seventh principle is interpreted to mean, and by whom. The eighth principle can be an 
open door to diversity. It can also be an open door to a maze walled with bureaucracy 
and bias. The strand foresees students engaging in critical thinking and building 
language skills while being exposed to other cultures and countries. Yet, it also has the 
stated emphasis of focusing on learning English language, culture and tradition. 
The ninth principle speaks to the integrity of the individual and his need for free 
and competent expression. The strand offers many opportunities to build character and 
expressiveness. It also implicitly offers teachers the moral responsibility of being good 
role models. The teachers must be self-aware and self-critical in order to participate in 
discussions that are unhindered by presumption, ego and bias. The tenth principle is 
Delphic in message. Students and teachers are encouraged to have "respect for 
differences in home backgrounds." Yet this respect seems secondary to the curriculum 
itself that is to be a "unifying force in schools and society ... [preparing students for] 
responsible participation in our schools and civic life ... [and to be] self-governing 
citizens of the United States of America" (p. 6). This calls for a value judgment on the 
part of everyone participating in educational policy and practice. If the value judgment is 
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first formulated by teachers, students, parents, and community, then it will probably 
support a democratic model. Unfortunately, the value judgments of those in the 
establishment would more likely prevail and forces will unify on a common ground. 
Reading and Literature Strand: Students are to gain an understanding of the 
elements and structure of different genres by reading literary and non-literary texts that 
are imaginative, expositive and informational. The two appendices mentioned above are 
indicated as containing texts, including classic works, that "reflect our common literary 
heritage, high quality contemporary works that show American life today, and significant 
works from other countries and cultures" (p. 27). Teachers are to determine whether a 
text (presumably selected from the lists provided in the two appendices) is appropriate. 
And they must also decide which texts merit close study for imaginative and literary 
writing in fiction, poetry and drama, as well as demonstrate exposition and information. 
Factors that teachers should consider in this are: 
Themes that provoke thinking and provide insight into universal human 
dilemmas; authenticity in depiction of human emotions and experiences from 
diverse cultures and times; ... coherence of arguments; relevance of the text to 
the curriculum; excellence in use of language and richness in vocabulary; and, 
appropriate complexity of organization and sentence structure (p. 27). 
These factors are commendable goals in themselves and should drive the educational 
process. 
However, practical limitations set forth in the Framework and in the stark 
bureaucratic reality of time, resources, standardization of assessable accountability make 
substantial compliance with these goals a formidable challenge. The strand further 
constrains the ability of a teacher to personalize instruction by suggesting certain 
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instructional designs and "useful teaching practices." Finally, the strand states that the 
standards serve as outlines as to how all this is to be accomplished. They are 
elaborations, perhaps, but not outlines (pp. 27-28). 
This strand has twelve standards. Phonics is intended to be a means to interpret 
the written word into sounds for the beginning reader. Students will read to comprehend 
while making connects with different places and times. They will identify, analyze, and 
apply knowledge, as well as provide evidence and argument for their positions regarding: 
Characteristics of different genres ... theme in a literary work ... the structure 
and elements of fiction ... [and] poetry ... how an author's words appeal to the 
senses, create imagery, suggest mood, and set tone ... themes, structure, and 
elements of myths, traditional narratives, and classical literature ... themes, 
structures and elements of drama (pp. 7 -8). 
The students will also "plan and present dramatic readings, recitations, and performances 
that demonstrate appropriate consideration of audience and purpose" (p.S). This strand 
has much potential for the development of critical and articulate thinkers. Yet, it is silent 
on the selection of materials and how all that is promised will be fulfilled in a just and 
democratic way. There is also a potential for overemphasis on identification, analysis, 
application, structure and elements rather than themes and theory. 
The first principle promotes the development of thinking and language through 
interactive learning. Passmore writes of learning by, from or through experience in 
discussing his second construct, "Teaching to Acquire Information." This strand focuses 
on learning through what he describes as the vicarious experiences found in reading. The 
factors allow critical thinking to occur through impliedly interactive information 
acquisition. This is found in combining writings with internalized and expressed thought, 
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often while in a social setting. "Useful Teaching Practices" further support options that 
would allow different social opportunities with varying levels of teacher guidance. 
The strand provides implementation of the second principle through combining 
the written and oral word in language development. The degree to which the teacher 
achieves this goal depends partly on what "appropriately challenging learning" means, 
and partly on the administrative constraints on formal education. The strand is open to 
many useful applications of the third principle. The principle is slightly paradoxical in 
that it purports to draw upon much diversity, but is also "featuring works that reflect our 
common literary heritage ... [i.e.] the literary and civic heritage of the English-speaking 
world" (p. 4). Since English is spoken in every country of the world, that would certainly 
be a tall order. 
The fourth principle can also be well-served in this strand. The factors speak to 
several forms of discourse that could be developed through literary activities that are 
thoughtful. There is the opportunity for moral development and character-building if the 
opportunity is utilized. The strand contemplates literary activities such as oral 
presentation, discussion and dramatization that apply to many forms of media the fifth 
principle dictates. The meaning of "proficiency" is not clarified in this strand either. The 
sixth principle commits to explicit, systematic, instruction in "reading and writing," 
including phonics, punctuation, grammar and syntax. The strand is relatively silent on 
this point, but concern exists where limited resources, strongly suggested reading lists, 
and other influences may affect the flow of learning. 
This strand is more specific than the others and, besides the reading lists, offers 
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useful teaching practices, instruction design, and consideration of judgment factors. It 
promotes acquisition of academic knowledge and independence in learning. It also 
provides some format for teaching and assessment structuring. The potential paradox of 
"achieving common academic standards" alongside developing the open capacities 
characteristic of intellectual growth and independence has to be resolved. It is a concern 
that the emphasis now may be on the former. The eighth principle presents an 
opportunity to bring diversity into the classroom through this strand. Concern has been 
raised about the Americentric slant of the principle's explanatory paragraph. In addition, 
the higher level of structure in this strand may prove chilling to implementing all the 
factors set forth in it. Still, the call to "build bridges" is a cautiously hopeful one. 
Principle nine offers similar opportunities through this strand as it did for the first. 
In this case the individual is offered means of self-expression formed from a combination 
of the information he gains through reading, social and reflective opportunities, and 
personality development. Passmore's admonition for teachers to fully comprehend and 
utilize their modeling and guidance is recalled. Teachers must enter the world of the 
learner in order to properly guide him in expressing himself. The entry of the learner into 
the world of the teacher or administrator should be secondary to the converse. Otherwise, 
what is expressed may be less that of the individual and more of what is considered 
"common ground." The tenth principle suggests the same tension between convergence 
and divergence that is found throughout the Framework. The strand has much to offer for 
teachers to promote the pluralism found in America and the world. Yet this more highly 
structured strand makes it vulnerable to pressures not necessarily in the best interests of 
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democratic classroom. 
Composition Strand: We write to communicate with others and to clarify our 
own thinking. Each form of writing has its purpose and form. Teachers are to assign 
extended compositions, short pieces written on demand, and informal reflective writing 
in order to be versatile in writing, revision, and research. In extended composition, 
students are to write according to different forms and conventions. They are taught 
writing strategies, techniques, grammar and syntax. "By critiquing one another's work, 
students discover how composing differs from conversing and how composing is a craft 
that can become an art" (p. 69). This statement assures the reader that learning will be 
social, involve critical thought, and achieve an excellence typically found in the world of 
art and craft. 
In writing on demand students are prepared for "occasions when they are required 
to write quickly, clearly, and succinctly in response to a question" (p. 69). It would seem 
that this facet of the strand is tailor-made for teaching for assessment. There is more 
room for error than not if teaching to the test is to be considered error at all. There are 
undoubtedly practical uses for this skill in life, such as in business, and it has a value as a 
mental exercise. But there is cause for concern that this area be emphasized to the point 
that students consider writing to be a drudge. On the other hand, informal reflective 
writing has the ability to be profoundly useful for the intellectual, moral and literary 
development of the learner. "Not intended to be polished or revised, such writing is a 
link between thinking and speech" (p. 69). It has the capability of building the moral 
quality of self-esteem, and aiding in organized thought and expression (p. 69). 
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Students need to become competent in research and expository writing. This 
involves some level of proficiency in the use of literary technological resources. The 
writing process is presented in this strand as a flow chart of writing strategies, stages and 
processes. The strategies depicted in the chart correspond to the strand's standards (pp. 
70-71). The seven standards state that students will write with clarity, focus, coherent 
organization, and sufficient detail for different audiences and purposes. 
Students will use knowledge in standard English conventions in their writing, 
revising and editing ... [and] demonstrate improvement in organization, content, 
paragraph development, level of detail, style, tone, and word choice (diction) .... 
Students will gather information from a variety of sources, analyze and evaluate 
the quality of information they obtain, and use it to answer their own questions ... 
. Students will develop and use appropriate rhetorical, logical, and stylistic criteria 
for assessing versions of their compositions or research projects before presenting 
them to varied audiences (pp. 8-9). 
These standards provide opportunity for students to self-assess and improve upon their 
writing. In an educational setting unsullied by external pressures on the learning 
environment these standards offer much promise for intellectual and moral development. 
In the first principle, students develop "thinking and language together through 
interactive learning." In this strand students are able to critique each other's work in 
extended composition. They are able to write reflectively. They are more challenged to 
develop interactively while speed writing. Research and expositive writing involve 
interactive learning. The standards also provide areas for interaction. The concern is 
where the scale is tipped regarding how much development is internalized. Pressures 
from outside the learning environment affect thinking and language meaning. The strand 
supports oral language and literacy through the students' activities of critiquing others' 
work, research, expository writing, and presentation. Appropriate focus on the technical 
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qualities of composition would help clarity of expression, oral language and literacy. 
The third principle seeks to merge both a diversity of many genres, time periods, 
and cultures with the common literary and civic heritage of the English-speaking world. 
This strand sustains both diversity and common identity, so the concern would be how 
they are merged and whether divergence suffers on behalf of convergence. The fourth 
principle emphasizes writing as a means to develop and communicate ideas. However, it 
is disquieting that the clear moral potential of the strand's implementation of the principle 
becomes oddly vacuous in the explanatory paragraph. The underlying bias of the 
Framework may be observable through the effort expended in one area versus another. 
The strand does not diminish the opportunity for the use of composition in all forms of 
media as set forth in principle five. Whether it is diminished in practice is not known. 
The explicit, systematic instruction called for in principle six involves rule-based 
composition. The concern remains that an emphasis on specificity and detail of form 
might overshadow the greater importance of the meaning of the author and the substance 
of the message. The seventh principle looks for composition strategies needed to acquire 
academic knowledge, achieve academic standards, and attain independence in learning. 
The strand recommends writing strategies in extended composition, research and 
expository writing. The strategies place the need to acquire academic knowledge and 
attain independence in learning in an uneasy balance with both the speed writing skills 
suggested in the strand and the drive for achieving academic standards. The weight given 
standardization of assessment, high stakes testing and accountability prevalent today may 
indicate shifts in the balance. 
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The eighth principle seeks to build upon student diversity. The explanatory 
paragraph implies a teacher/administration filter through which aspects of a student's 
diversity are interpreted and utilized. The goal is described as using these diversities to 
aid in the learning of standard English. In the strand there are areas for potentially 
nurturing or harming a student's learning through composition along the lines already 
discussed. The ninth principle describes development of the student's voice through 
writing. The strand provides many opportunities for this, such as extended composition 
and critique of others' writing. It suggests research and exposition as important means of 
voice development. It also discusses organization, revision, editing, clarity, focus, 
coherence, detail, style, tone, content, word choice, rhetoric, logic, and awareness of 
audience. These qualities are important factors of voice. Writing on demand seems less 
likely to promote voice. 
The tenth principle repeats the call to unite diversity with the sense of common 
ground as responsible citizens of the United States of America. There is a mild reference 
to divergent backgrounds and a strong one to convergent national identity. The strand 
may become a policy tool in which various forms of composition are used in ways to 
further that policy, whether consistent with the development of language and learning or 
not. It may be seen in the examination of these principles, strands and standards that 
there is often some intrinsic conflict, paradox or contradiction. It may be suggested, 
therefore, that this is one factor in the inconsistencies found in vertical and horizontal 
lines of power and learning. 
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• 
Massachusetts Tests for Educator Licensure <MTEL): 
It is interesting to note that the teacher certification testing on English attempts to 
assess a teacher's knowledge of the English language arts curriculum through a licensure 
test that is comprised of eighty percent multiple choice and twenty percent open response 
questions. The questions are weighted so that the hundred or so multiple choice 
questions are only worth four times the two open response questions. Still, the clear, 
presumably intended, emphasis upon many quick answers versus fewer, more 
comprehensive, ones must have an effect both upon the teaching of teachers and of their 
teaching of children. It is of further interest to note how the subjects tested on compare to 
the pronouncements of the principles, strands and standards. 
Multiple choice testing topics include an understanding of American literature 
from colonial times to the present; British literature from the Anglo-Saxon period to the 
present; world literature from the ancient times to the present; understanding various 
genres and types of literature; literary theory, criticism, and the structure and 
development of the English Language; the principles of oral and written rhetoric; written 
language conventions and the composition process; language acquisition, reading 
processes and research-based reading theories; and, reading-based theories and practices 
pertaining to promoting reading proficiency in children's and young adult literature. The 
open-ended questions require the applicant to prepare an organized, developed analysis 
on a topic related to literature and language; rhetoric and composition; and/or reading 




This chapter has demonstrated how MELACF seems to be as much a political 
instrument as an educational one. Few resources are referenced, and the Mass. DOE 
expresses almost an arrogant complacency regarding the effectiveness ofMELACF. A 
close examination of the principles, strands and standards ofMELACF uncovers 
disparities between pronouncements of policy and what is actually taught. As Goldsmith 
pointed out, there are no articulated assessment methods, so bureaucratically friendly 
standardization and simplistic testing formats are used. Passmore warns about the 
emphasis of form over substance that would discourage critical thinking, creative 
expression and the passion for excellence. 
The common core educational policies that comprise much of MELACF are 
essentialist in nature. Essentialism is defective as an educational philosophy because it 
contains too many presumptions of the similarly-flawed utilitarian philosophy. Finally, 
as such the policies of MELACF function more to promote an autocratic form of society 
than a democratic one. The study now turns to a more direct comparison of the current 




THE APPLICATION OF PASSMORE'S 
CONSTRUCTS TO THE MASSACHUSETTS ENGLISH 
LANGUAGEARTSCUWUCULUMFRAMEWORK 
"If I have chosen to give special attention to English teaching this is just because 
the English teacher has so exceptionally complex a set of tasks, illustrating with 
special vividness the kinds of pedagogical problems I have been discussing" 
(Passmore, The Philosophy of Teaching, 1980, p. 215). 
Teachers are in a position to emphasize extrinsic or intrinsic criteria in the 
learning environment. And the choice is a moral one because they hold the public trust to 
educate their students to become capable participants in the life of a democratic society. 
Teachers are influenced in their choices by many factors, including students, parents, the 
community, administration, government, market forces, the interplay of diverse cultures, 
and the teachers' predispositions. Factors that influence curricula and testing developed 
outside of the student's environment tend to follow utilitarian goals and necessitate some 
level of standardization. Factors that support internal growth must be more 
individualized. 
The Massachusetts English Language Arts Framework (MELACF) is reviewed in 
the context of Passmore's constructs with these considerations in mind. What is 
purported to be taught and how it is intended to be taught are important considerations. 
How learning is assessed provides a clear indication as to whether these intentions are 
possible to implement. Several questions need to be asked in each case. Is the emphasis 
on what to think or how to think? Is the principle extrinsic or intrinsic? How is the 
principle intended to be taught? How is it assessed? Is it practical? Can each of these 
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tasks be reasonably accomplished? Is there political impetus to not only pronounce what 
is wanted, but also accomplish what is needed? These questions distinguish his 
educational philosophy that is focused on the learner himself from corporations and 
political groups focused on the learner as an increment of a "productive" society. 
Guiding Principle 1: With its stated goal of developing thinking and language 
through interactive learning, this principle should focus on helping to develop thought 
processes, including how to think. What is substantially intrinsic in nature interacts with 
other persons and concepts, allowing some aspects of extrinsic influences. Self-
structured discussions fully involve students in sharing personal perspective with peers, 
as do presentations of self-assimilated knowledge and position to varying audiences. The 
first three standards of the language strand offer many opportunities for ethical 
development. Focus on these goals and their moral potential is shared with a second set 
of three standards. These emphasize competent vocabulary acquisition; analysis of 
standard English grammar and usage today and throughout its origins; and, the 
descriptive analysis and appropriate use of formal and informal English (MELACF, 2001, 
pp. 3, 7, 11-12). 
The students would be explicitly instructed in the conventions of grammar, usage 
and syntax. They would also be taught the origins and development of English and the 
formal and informal, oral and written, English for use with various audiences. This part 
of the curriculum would be more assessable by standardized testing and fit better within 
stricter time, space and resource limits than the one involving more critical thinking and 
discussion. To comply with the principle, this latter part includes treatment of works 
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from other cultures and countries; provocative insight into human dilemmas, emotions 
and experiences; and, the presentations of varying themes to various audiences. Critical, 
interactive work in extended compositions, research and exposition would also be 
needed. More suited to short, timed writing segments and short answer responses would 
be the writing on demand aspect of the composition strand. 
As pointed out by Goldsmith, the MCAS and the Mass. DOE relied on 
"insufficiently structured ... long composition prompts [and] ... multiple choice items 
[that] are at best gross and ambiguous measures of reading comprehension" (2002, pp. 
74, 76). These essay prompts and multiple choice questions are substantially prepared by 
a professional testing company" and "blue ribbon panels." They may be practical in a 
bureaucratic sense, but neither in conceptualization and application can they reasonably 
accomplish the expressed intent of the first guiding principle. The impetus seems more 
to pronounce what is wanted than accomplish what is needed. Much more is actually 
externalized than it would appear contemplated in the principle itself. 
Passmore's constructs describe open and closed capacities. When applied to the 
first guiding principle, the constructs would categorize phonetics, diction, grammar, 
syntax, and identification of language components as closed capacities (1980, pp. 218-
224). However, since communication is inherently moral, knowing the mechanics of 
language without knowing why we communicate is dangerous to an ethical society. 
What we learn by, of and through direct and indirect experience requires sifting through 
by a moral guide, such as a teacher. Misinformation, bias and external control over 
reading resources affect a learner's ability to observe, reflect and scaffold that knowledge 
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to the path of future learning more suited to him. 
He states that the imparting of general information is an important responsibility 
of school. However, a teacher must be able to "celebrate fallibility." In doing so, he 
provides an important moral lesson -- that students have an important responsibility of 
their own. That duty is to question information and be willing to criticize it, whatever the 
source. Connection with other times, places, and cultures through the English language 
relies on some structure. But it is critical that the connections be flexible and 
comprehensive enough to allow thoughtful understanding of that time, that place, that 
culture, and those lives. It is then just as important to thoughtfully understand how they 
are relevant to this time, this place, this culture, and this learner. All information has 
value, whether it is historical, practical or theoretical. And education must include all 
these types to fulfill its purpose of developing thinking and language. 
Inculcating habits of language~ when too focused on instruction and rules, can 
actually interfere with that thoughtful understanding. Teachers, as models and filters, can 
reinforce interactive learning of languages and cultures by their students despite policy, 
curriculum and resources that may be disconnected to a particular learning situation. If 
rules and instructions are necessary, then they should be explicable and justifiable. When 
they are mere convention, without logical justification, then they should be identified as 
such and accepted for their practical value. This involves the development of critical 
thinking as a character trait more than a mere habit. Rules are born of authority, and any 
authority resists being questioned. Teachers must be able to encourage critical discussion 
even when presumptions, including their own, are challenged. By doing so, defects and 
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irrelevancies can be uncovered and false truths and authority can be unmasked. Criticism 
is inherently a destructive force, but, when used correctly, becomes a reconstructive force 
as well. When these elements are involved in interactive learning, then critical thinking 
and meaningful language can be developed. 
The use of English language instruction to develop thinking offers many 
opportunities for cultivating imagination. The amount of information, as well as the 
manner in which it is conveyed can limit or enhance creativity. Passmore says that 
imagination is built upon information. But he also says that sufficient time to reflect on 
that information is important. Adequate time to build bridges with other times, places 
and people will deepen the experience and give it a more human, less data-driven, sense 
of self and others. Teachers can encourage creative approaches to problem-solving when 
they wrest learning from reactionary routine, untenable rules and excessive discipline. 
When given the opportunity, make-belief may become belief, and that belief may be 
manifested in the realizable. 
In teaching to care and be careful, Passmore stresses the need to be careful about 
the right things. Traditionalized education perpetuates traditional society. It perpetuates 
the traditional order of advantaged and the disadvantaged, the just and the unjust. It is 
here that he speaks most of investing students with passion for learning. When learners 
are passionate about what they learn they care more about attaining excellence in it. 
They invest themselves in what they learn and learn that it is important -- as important as 
their sense of self-- to be careful, conscientious and clear. These have to be internal 
standards, not external ones, because learning becomes part of their own identity. It is 
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imperative that learning emphasizes the substantial rather than the technical. 
The ability to competently communicate fails partly because of the student's 
background. It also fails through policy and practice that emphasizes linguistic 
convention and historical background over the construction of an "appropriate 
information frame" that includes an academic, social and relational context. Students 
need to know why to convey certain information, as well as what information to impart. 
They need to be challenged and puzzled in order to be more mobile, adaptable to change, 
and able to cope with an unpredictable world. An overemphasis on rules and conventions 
in language leaves pupils to believe that much of the world is reducible to such. An 
unpuzzled child is so much clay, an object for those who presume to mold him. Teachers 
should provide him with guidance and a rich awareness of himself and others so that he 
will mold himself as a craftsman or artist would, with a drive to be excellent and true. 
Guiding Principle 2: The interpretation of this principle is open to an emphasis 
on what to think versus how to think. Essential elements at some levels include 
systematic phonics instruction and regular practice in decoding skills. Children in the 
early grades are being read to in order to help develop their vocabulary, awareness of the 
world, and an appreciation for the power of imagination. Oral and written languages are 
merged to improve vocabulary and introduce literature to younger learners. Many of 
these activities are closed capacities and involve what to think more than how to think. If 
instruction engages learners socially and esteems imagination, then it may reinforce the 
intrinsic worth of learning. Still, the amount of structure in language programs; the 
variety and opportunity of text selection; and, the level of technical qualities of 
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composition contemplated by the standards are sources of concern. 
Passmore considers that knowing how we communicate without knowing why we 
communicate is limiting and potentially dangerous. "The importance of the element of 
know-how, if 'in the first instance' essential, is in the long run limited and that to acquire 
it alone will often be either fruitless or dangerous" (p. 38). The closed capacities of 
structure in language and technical writing skills, when taught with reading materials 
outside the control of the learner, may remove students from the moral implications of 
what is said. Our society is replete with examples of where this occurs. Acquiring 
information through preordained programs lessens the likelihood of richer learning by 
trial and error and from reflection on personal experiences. Information that is picked up 
could either be false or misleading. The manner in which the learning occurs should 
underscore the moral and social need to listen, reflect upon and contribute to discussion 
on topics that arise from the learning environment. 
He would recommend that the children not just be read to, for example, but asked 
to describe the story in their own words. How often is a book finished but a discussion 
about it never begun? How often are the thoughts a story generates never shared or never 
even completed before the next task is visited upon the learners? Teachers have an 
opportunity and a moral responsibility to pursue a story through the hearts and minds of 
every listener. They must do so while demonstrating caring, fairness, respect, humor and 
their own fallibility. They should make each student aware that they not only do not 
know all the answers, they do not even know all the questions. Group stories provide 
wonderful openings for surprise, curiosity-piquing, illumination or simple sharing. These 
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are all vital aspects of the education of critical and empathic learners. 
The habits that should be reinforced by the teacher in this principle are ones of 
observation, respect, patience, inquisitiveness, organized thought and speech, fairness, 
and moral courage. Each of these habits can become life-long character traits that can 
help reconstruct an open and ethical society. Teachers should act as a filter, not only for 
the bad habits of learners, but also of themselves and those who purport to administrate 
school policy. Teachers must filter out rules and routines that are unjustifiable and cause 
interference with learning that is indefensible. Teachers can guide critical inquiry to 
minimize and expose contrariness and cavil. They can model how to pursue critical 
inquiry even when it becomes uncomfortable for them or the authority that resists it. 
Finally, they can model the vital role of criticism has in taking apart a position or 
presumption as well as building something better from it. 
As stated before, information can either limit or enhance a child's imagination. 
When the reading texts are limited in variety and predetermined by those distant from a 
child's personal world, the principle carries with it the real danger oflimiting the 
imagination. After all, if imagination is built upon information, whose information is it? 
Imagination cannot be imposed upon a learner from outside. It must be nourished from 
within. Reading materials selected by the children based upon their own limits, and even 
their own created materials, would support meaningful discussions at a level appropriate 
to them. Teachers should assure that discussions involve divergent thinking more than 
convergent thinking. Each learner follows multiple paths and should be exposed to 
diversity throughout all his life. Carefulness, clarity and conscientiousness invest in a 
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learner who selects his own paths to excellence when he finds passion within himself. 
None of these qualities can be effectively internalized when imposed from without. 
Yet this is not how the Framework intends students be taught through its English 
language arts curriculum. Its goals of oral language and literacy fail because the 
emphasis is directed at what is assessable and practical. Students are asked to learn 
information that seems important at the time to others. Yet it is not in the learners' 
"appropriate information frame" for reasons that do not withstand scrutiny. The 
information thus conveyed may be a form of misguidance. This principle can be taught 
through the constructs as suggested and done in a real practical sense unless practicality 
is defined outside the learner's realm. The goals can be reasonably accomplished but not 
in a manner that can be assessed in a standardized format. Therefore, the principle 
proclaims lofty goals but provides what the Mass. BOE wants, not necessarily what is 
needed by the learner or a just society. 
Guiding Principle 3: This principle seeks to bring diversities of time, genre and 
culture through studies in literature. However, it also states that use of these varied 
sources would be limited to those that featured the common literary heritage. It is a clear 
example of convergent thinking. The principle can be interpreted to encourage useful 
applications of reading and literature if the decision rests in the classroom. It can also be 
a tool for instructional programs that discourage divergent thinking. It is an ambitious 
principle that attempts to merge the many levels of diversity with the common literary 
and civic heritage of the English-speaking world. The desire to create "out of many, 
one," a common identity, sounds noble enough, unless it is realized that the goals are 
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English-centered homogeny. 
This principle could be substantially directed at what to think, not how to think. 
The goal is English-centered, and the means are drawn from other genres, times and 
cultures. This would seem to require a sizeable amount of considerable, systematic 
extrinsic guidance that would likely alter the student/teacher dynamic. It seems that 
assessment would more likely focus on the attainment of English-centered goals than the 
level of student learning in the study of many genres, time periods, and cultures. For 
bureaucratic purposes, the English-centered goals are essential and, therefore, practical. 
Both attaining a common identity through a common language and connecting with the 
humanity of many genres, times and cultures are reasonable objectives. But what is 
actually done depends upon what policymakers deem reasonable. 
This principle offers opportunities for students to excel in a curriculum 
emphasizing open capacities in language and literature. There is no mastery of an open 
capacity, only improvement in it. Students can challenge the teacher conceptually and in 
course applications. It is the moral responsibility of the teacher to not hide from or 
undermine this challenge, but to use this opportunity to encourage critical thought and 
expression, as well as imagination and empathy. In teaching to acquire information, 
Passmore cautions that teachers need to allow students time to observe, experiment, and 
reflect. Teachers need time themselves to plan actual and constructive experiences that 
would promote students learning through personal or vicarious means. Teachers also 
must reflect on the potential for misinformation that might come from various sources, 
including themselves. They must be aware of the diversities in students and subject 
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matter in order to assist their scaffolding their own infonnation into convergent thinking. 
In imparting infonnation, Passmore stresses the importance of making 
connections to other times, places and cultures. Too much structure in what is learned 
impedes the flexibility needed in making of natural connections. This would support the 
intent of the first part of the principle and, if done well, the latter part as well. Students 
must invest themselves in the learning process. Bias and presumed infallibility of 
teaching, assessment, and administration would make that investment difficult. Intrinsic 
investment occurs when learners can question, critique, and discuss infonnation to find 
some meaning in it for them. All information, whether historical, practical or theoretical, 
has value. The most effective use of it would be to confuse or illuminate the student. A 
reasonable way to accomplish this would be to have the diversity described in the 
principle used to show English is not a concrete goal, but part of a floating world. 
Teachers need to filter out bad learning habits in themselves and their students. 
They also must provide some filter and balance in external influences on the classroom. 
Teachers can use this principle to model and reinforce the habits oflife-long curiosity and 
learning about other cultures and people. Teacher should be wary of imposing rules and 
reasons that might interfere with merging these diversities. The reasons have to be good, 
understood, explicable, justified, and open to question and critique. Authority resists 
efforts to question it and does not readily correct perceived defects. It is aware that 
criticism is a destructive force and it loathes change, even constructive change. Valid 
reasons, good rules, and historical reference points are helpful in teaching to understand. 
But they must possess an appropriate infonnation frame. Students learn through social 
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and relational contexts and an over-reliance on rules and structure may cause them to 
understand more what they need to learn to test well than an enduring reason to learn it. 
When they know the "why," then they have theoretical knowledge that makes them more 
adaptable to changes in genre, time, culture and language. 
The principle permits the cultivation of imagination if the amount and manner of 
imparting information leave students time to reflect. The teacher has to model and 
demonstrate how to combine diversity with reaching a common identity. Students should 
participate in a true merger, which is the joining of two or more entities into an evenly 
represented unity. The way the principle is explained, it may seem to some more like a 
hostile takeover. Conscientiousness, clarity and carefulness are not mere leaning skills, 
but character traits of a critical thinker. They are criteria to which the combination of 
genres, times and cultures into a predominately English-centered one should adhere. 
These traits demand a passion for excellence. Students gain this from freely made 
connections and meaningful choices on how best to join gemes, time periods, cultures, 
and languages with the literary and civic heritage of the English-speaking world. 
Guiding Principle 4: This principle has substantial moral implications that 
should result in an emphasis on haw to think versus what to think. Students are to make 
their own rules and participate in discussion groups that help them develop, clarify and 
communicate ideas. They are to communicate ideas using persuasion, exposition, 
narration and expressive discourse. This would involve extrinsic and intrinsic motives, 
actions and rewards. The teacher should assist in setting discourse formats and in 
maintaining a high moral standard for discourse. In addition to oral discourse are written 
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forms of these types of expression. 
Methods of teaching this principle should include student and teacher guided 
discourse that drives the development of language and thought. The amorphous quality 
of the explanatory paragraph raises concern that external influences may be less oriented 
toward substance than form. The practical considerations of accurately assessing may 
make this principle vulnerable to testing by template in order to achieve some 
standardization. This principle presents reasonable opportunity for openness in selection 
and development of areas of inquiry and expression. It would also serve an occasion for 
nourishing ethical thought, conduct, and expression unless the political impetus is as 
vacuous as the explanatory paragraph. 
Some aspects of this principle are closed capacity in nature. But the principle 
should promote considerable intellectual growth through the development, clarification, 
and communication of ideas in various forms of discourse. When taught in an ethical 
context, students learn why different forms of discourse are used, and how they can be 
used appropriately. Focusing on technique and external reinforcement would be a loss of 
a clear opportunity for moral development. The teacher should guide and monitor 
information acquisition and sharing to minimize misinformation and unethical practices. 
The teacher should also make sure that students assimilate and understand the 
information so that they can construct real meaning to them out of it. Teachers should 
also model and guide students in a growing awareness of the fallibility of all sources of 
information. Students need to question and critically examine information so let they can 
be morally responsible in imparting their interpretation of it through discourse. Students 
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should also be encouraged to make their information richer and deeper through 
connections they are better able to make through the implementation of this principle. 
Passmore states that all information has value whether it is practical, historical or 
theoretical, and these types of information must be included to provide a full education. 
The principle allows that the development of ideas and varied forms of discourse would 
reasonably expect to utilize many types of information. Many applications of this 
principle offer opportunities for moral growth. Habits involving the rules of discussion 
and discourse that students participate in making should present situations for character 
development. Rules imposed upon the group would have to be good, justified and devoid 
of false pretense. Teachers should guide and filter the information and habituation 
processed in the classroom, but not unreasonably limit or direct it. They have a great 
chance to do that setting up the forms and potential content in discourse. 
One of the character traits the teacher should nourish is critical thinking and 
discussion. Students should feel comfortable to question any rule, policy or argument for 
defects or inadequacies even when the teacher is not. Criticism is force that is destructive 
to preconceptions, upon the ashes of which better concepts and social theory may be 
reconstructed. The principle offers a good opportunity to reinforce appropriate critical 
thinking and discussion. Teachers should limit external influences unless they support 
classroom driven discussion and discourse. Communication fails when the rules of 
language and historical backgrounds of those participating interfere, however indirectly, 
in the learning environment. It also fails when there is not an appropriate information 
frame. The development of ideation and discourse is better served when they engage the 
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social and relational capacities of the learners. Students need to be understood if they are 
to have mobility, adaptability to change and the capacity to cope with the unexpected. 
Investigating and applying different forms of thought and discourse would assist them in 
understanding of themselves and others. 
Passmore says that imagination is derived from information, but the manner and 
amount of information can limit or enhance creativity. Developing competence in 
various forms of discourse should heighten students' capacity for empathy if the 
discourse is to reach its audience and stir them to a comprehension of it. Imagination is 
an important foundation for ethical behavior since make-belief gives us a chance to feel 
what another might feel. The students can develop passionate thought and discourse that 
are transferrable to all learning. Students should learn to be conscientious in building the 
thoughts and arguments that eventually may be topics of discourse to assure the rightness 
of their position. They need to make sure their ideas and manner of expressing them are 
clear in concept and language. And their caring to be careful requires them to critique the 
form, substance and communicativeness of their own work. This helps develop the 
passion for excellence. If these qualities are encouraged to be internalized rather than 
affected by external influences, then this principle has much to provide the learner. 
Guiding Principle 5: This principle interconnects language and literature to 
applications in all forms of media. Assume, arguendo, that all students have fair and 
equitable access to manifest their oral and written forms of expression in all forms of 
media, and not just ones who are deemed somehow proficient. This principle would be a 
wonderful opportunity for students to find whether their thought and expression are more 
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compatible with certain media over others. How to think rather than what to think finds 
potentially more support through this principle because it contemplates that students 
listen, question, cooperate, discuss, conduct interviews and make presentations. It would 
be less so if taught in a more structured setting where the emphasis was learning too 
many aspects of oral and written language in too many forms of media without sufficient 
time for reflection. 
Assessment should accurately reflect teaching emphasis rather than the other way 
around. Where testing is standardized, the other way is too often the approved way. This 
would diminish the level of intrinsic growth. Interaction of oral and written language 
with various media forms present many practical learning opportunities. If sufficient 
time and resources are made available in teaching under this principle, then all its goals 
are reasonably able to be accomplished. The amount of time and resources directed at the 
effectuation of this principle helps determine whether this principle is used to accomplish 
students' educational needs. 
Each form of media has its own level of closed and open capacities. Each also 
has its own variation on the moral questions inherent in learning. Teachers need to instill 
in the learner an awareness of the moral responsibility concomitant with the unique 
power that each media form possesses. This awareness is an open capacity. Students 
should also be made aware that media disseminates enormous amounts of information as 
fast as the speed of light. Sufficient time should be available for students to observe, 
reflect upon and construct information so that they are reasonably certain that it is not 
misinformation. Students should become competent in questioning and criticizing their 
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own thinking as well as that of others. The information should be rich with connections 
to other places, times and cultures so that the reach of the media communication bonds 
the author with as extensive an audience as intended. The information may be practical, 
historical or theoretical, but each should be given its due worth. 
This principle provides opportunities for character-building as long as the 
substance of what is conveyed through the various media is more important than the fact 
that something is conveyed. Structure and limits imposed on the use of the various media 
must be explained and justifiable on some theoretical or practical basis. Otherwise the 
formalities might interfere with the substance of the communication. Authority resists 
efforts for change, and media have traditionally been heavily laden with it. Teachers 
need to nurture the critical powers of their students so that they are comfortable in 
advancing critical discussion through media even when it creates tension with authority. 
Media forms provide potentially appropriate informational frameworks on a relatively 
large and immediate stage. 
Development of social and relational affirmation and understanding are within the 
purview these frameworks if enough time and resources are provided. Cultivating the 
imagination would be facilitated through the use of various forms of media. The amount 
and manner of imparting information can limit or enhance creativity. So access to 
several forms of media expression expands that limitation or enhancement depending on 
how the media are used in learning. Character traits that promote a passion for 
excellence, such as clarity and careful scholarship, come from a passion for learning. 
This passion can be encouraged through students' access to a variety of modes of 
137 
expression. 
Guiding Principle 6: This principle dictates the explicit, systematic skill 
instruction in reading and writing. It is important that the substance and integrity of the 
work and the author are not diminished in an effort to inculcate proper form in reading 
and writing. The use of reading lists and emphasis on phonics, punctuation, grammar and 
syntax, in light of limited time and resources, indicate a ''what to think" versus "how to 
think" bias in this principle. It is substantially extrinsic in nature; taught in a highly 
structured way; and, assessable in a standardized format. The goals of formal learning 
are practical and can be reasonably accomplished. The issue remains of where the 
balance between learning form and an appreciation for artistic integrity is to be struck. 
The political impetus and pronounced intent is clear enough, but whether the highly 
structured format accomplishes what is actually needed by learners is unclear. 
These are largely closed capacity teaching areas. The emphasis has to be on what 
is communicated, instead of the form used, so that the moral quality of language and 
writing is not abandoned. It is important to articulate thoughts in speech and writing so 
this principle is worthwhile to implement as long as the ''why" of words is not lost. 
Teachers should be open-minded and flexible enough to consider potential adaptations of 
form that may naturally occur in a learning situation where connection with other times, 
places and cultures impact the environment. Practical information is valuable, but the 
teacher should attempt to place it in historical and theoretical context to make it even 
more so for the student. 
Teachers should model and reinforce the habit of questioning rules, seeking 
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explanations for them, and accepting good rules, even when acknowledging that the bases 
for them is unknown, or simply tradition. Teachers should present this material in the 
form of problem-solving where possible, instead of just handing out exercises, so that the 
habit of critical thinking is never distinct from what students are asked to learn. Teachers 
should also apply rules in an appropriate information frame. When instructing on form, 
the teacher should also consider the social and relational context of the language and 
writing materials being used to the students being taught. Formality of expression can 
also be taught while encouraging and cultivating students' use of imaginative forms of 
expression. Teachers should be very cautious not to demonstrate caring about the wrong 
things. Passion for learning and ultimately for excellence does not rest on strict 
compliance with form. Teachers must esteem the quality of clarity and thoughtfulness 
within the text over the adherence to technical competence. 
Guiding Principle 7: This principle speaks to learning strategies needed to 
acquire academic knowledge; achieve common academic standards; and, become an 
independently-motivated learner. This last characteristic may involve learning how to 
think in a way that generates a strategically effective inner drive to learn. However, it 
can also be interpreted to mean merely learning the tools necessary to do independent 
research to meet an externally imposed demand. In fact, when characterized as strategies 
and placed in connection with gaining academic knowledge that meets common 
academic standards, this seems more likely the case. If so, this principle promotes a 
substantially extrinsic approach to learning. If knowledge acquisition and independent 
thinking are taught in a richly moral setting, then the principle could blend learning skills 
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that are limited only by a student's interest and motivation. Yet the explanatory 
paragraph clearly indicates an emphasis on learning skills that are assessable through 
standardized testing. 
Students who engage in interactive learning and critiquing the work of themselves 
and their peers have opportunities for moral growth. But moral growth seems less of a 
consideration when the emphasis is on data accumulation, speed writing, meeting 
common standards that are externally established and presented, and engaging in solitary 
research. Strategies must be practical and reasonably accomplished in order to be 
successful. As set forth in the principle, they appear reducible to skills that are 
substantially closed capacity in nature. Yet latitude exists for teaching open capacity 
themes as well unless precluded by policy and practice in the classroom. This principle 
suffers from the same duality that pervades virtually all of the principles. It pronounces 
the desire to build skills to better and more accountably collect commonly significant 
data while enabling the student to independently research the data. What is needed here 
is the development of learning strategies that incorporate a moral compass. 
Strategies should include scaffolding the student's background so that what has 
been picked up blends with what is intended to be formally picked up. Sufficient time for 
reflection should be incorporated into the training to allow students to consider the 
information the training provides in light of their intellectual, emotional and socio-moral 
qualities. There is little room for celebration of fallibility in the regimen this principle 
foresees. Students should be encouraged to remain questioning and critical so that they 
might uncover the inadequacies and defects of the learning strategies and intended goals. 
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Are the strategies still viable in other times, places and cultures? Are they flexible 
enough to be applicable to all students in all circumstances without limitation? If not, 
then the primary allocation of emphasis should be on the growth of the student, not the 
perpetuation of systems. 
It is not merely when deemed as academic that knowledge and information have 
value. Limiting learning strategies to acquiring testable common academic knowledge 
reflects the judgment of those outside the student's environment. A complete education 
includes all types of knowledge that is consistent with the interests of the learner. The 
strategies for systematic learning involve character development only incidentally, at 
best. Teachers should present learning strategies through thoughtful, moral contexts 
whenever possible. Failure to do this might create a distinction between successful 
academic work and work involving critical thought and a moral context. The bases for 
learning strategies should be good and justifiable in an appropriate informational frame. 
Reasons for the strategies must be valid in a specific social and relational context, not 
merely as templates of routine devised from a distance. 
Pre-formed learning strategies are not likely to engage a student's imagination or 
passion. Yet these qualities significantly contribute to advances in learning and 
knowledge. Imagination is built from information, but the amount and manner of 
attaining information can affect the learner's imaginative development. Valid rules and 
strategies may help nurture learning and imagination, but an over-emphasis on them 
would stifle them. Are the strategies capable of adapting to critical review and 
reconstruction so that they will be more correct, relevant and reinforcing? If so, then the 
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strategies can assist learners to become more clear, conscientious and careful in their 
passionate striving for excellence. 
Guiding P~iple 8: This principle purports to build upon the diverse language, 
experiences, thinking and interests of the students. However, the explanatory paragraph 
restates a duality of purpose by making those diverse and vested resources something to 
be tapped when useful for speaking and writing in standard English. This principle can 
either build the bridges for students as it claims, or barriers to the combining of their 
understanding. Teachers are expected to filter the various diversities and determine what 
has sufficient meaning and usefulness to incorporate in learning standard English. Still, 
if teachers also balance their learning environment by filtering out bureaucratic 
influences as well, they would be better able to merge English with the diversity of the 
classroom. Either how or what to think may gain prominence. It depends on whether the 
teacher strikes a balance or perpetuates a bias. 
The same is true when contemplating if the principle is extrinsic or intrinsic. 
How richly are the diversities invested in the learning of standard English? The more a 
student's background comes into play with the educational progress toward English 
competency, the more internalized and enduring is the experience. Unfortunately, the 
testing is more likely to emphasize the meaning and usefulness of a student's background 
in light of English competency. Teaching may well follow this direction and accentuate 
their teaching accordingly unless they are able to stress the unique needs of the class in 
how the bridges are built. The most practical application of this principle is an emphasis 
on the goal ofEnglish competency. Yet enriching the study of English with interplay of 
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diversities of language, thought and interaction is desirable and could be reasonably 
accomplished. The principle pronounces that English competency would be achieved 
through an incorporation of what is deemed meaningful and useful in a student's 
background. What is needed is to build bridges that allow a two-way flow of culture and 
language on firm foundations. 
Both open and closed capacities could be utilized in this principle. Rules of 
language and writing vary from culture to culture, and similarities and differences can be 
compared at closed capacity levels of instruction. This principle suggests open capacities 
when it discusses differences in ways of talking, thinking and interacting. This opens the 
door to critical inquiry and empathy that the learners should be encouraged to pass 
through. Teachers should be sensitive to the potential for misinformation and 
misunderstanding to occur in this principle. Students should be able to observe, reflect 
upon, discuss, and critique the various forms of diversity, as well as the true place of 
standard English language and culture within them. Scaffolding constructed from a 
student's background that would enable a student to assimilate another way of thinking 
and communication has to be well-crafted. 
Students need to question and critique their expected transition to a new language 
and culture. They need time and guidance to make connections necessary for them to 
embrace these paradigm shifts. Teachers should be flexible and self-aware enough to 
instill in the students the sense that no one culture, language or way of thinking is perfect. 
Students who understand the fallibility of all of man's efforts can construct a blend of 
cultures and ways of thought with fewer inherent defects. The challenge of melding 
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various types of information and perspectives used in interpreting them has a value in 
itself if properly planned and guided. Official expectations must be justifiable to teachers 
and students instead of merely imposed out of ignorance and cultural parochialism. 
Critical thinking and discussions are important for learners when they are asked to divest 
much that has meaning in their lives, and modify or replace it with skills and information 
that have meaning outside of their experiences. 
Imaginative methods of bridging languages and cultures are available for teachers 
who want to support creativity in all facets of learning. Opportunities to use imagination 
should not be eschewed since it they have an important role in how we leave our world 
and enter the worlds of others. Emphasizing following a structured path to English 
competency without cultivating imagination in these situations can actually impede its 
growth. Teachers should teach this principle within an appropriate informational frame. 
When students transition cultures and languages it is beneficial to the learning experience 
to include their social and relational context. The learning community that cares about 
connecting diverse cultures to promote greater shared understanding taps into its 
emotional base. Clarity in expression of ideas that bridge cultures means that it is the 
learning community, not the subject matter itself that is more important. Teaching 
conscientiousness, clarity and carefulness as skills is not enough. When students become 
invested in caring enough to be careful in their learning they have a chance to find the 
path to excellence. 
Guiding Principle 9: This principle is well-suited to Passmore's constructs 
because it is the voice of each person that is important in a democracy. This clearly 
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provides an opportunity for learning how to think versus what to think. If implemented 
as pronounced, then it is primarily intrinsic in effect. The expressed method of teaching 
this principle is through guiding interaction, exploration and communication. Students 
are encouraged to discuss with ideas with their peers and share their writings for 
consideration and critique. Students would share the common understanding of formal 
and informal communication while celebrating their uniqueness. Assessing proficiency 
in this principle requires encouraging an acceptance and openness that would deepen the 
facility of critical thought for all participants. When implemented with sufficient time 
and resources, this principle may be practically and reasonably accomplished. What is 
pronounced as wanted is desperately needed in a democratic education. 
The principle honors individual integrity and provides the means for free and 
competent expression important to maintain that integrity. Teachers have a vital role in 
guiding discussions that model self-awareness, empathy, language competency. They 
must be able to identify and divest themselves of bias, ego and presumption while 
encouraging the same divestiture in others. Teachers should demonstrate the need for 
learners to enter the world of others in order to establish understanding. Students should 
learn how to gather and assimilate information through reading and social intercourse. 
They should learn how to contribute their unique ideas, dreams, and talents to the 
classroom, the community and beyond. They can improve their self-expression through 
language, composition, and critical engagement with the written and verbal expressions 
of others. Research and exposition, as well as methods of organization, use of tone and 
style, and audience awareness, are all important attributes of an effective voice. 
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This principle is a clearly directed toward open capacities. There is a real 
connection between knowing how and knowing why when a learner feels free to go 
deeply within himself and courageous enough to share it with others. The teacher has the 
moral responsibility to see that each pupil finds his voice, and the fortitude to open his 
world to others. Teachers have a chance to encourage imagination and empathy through 
fmding and sharing each other's voice. Just as books are a source of vicarious 
experience, so too are observing the voices of others. The students can deepen this 
experience by being encouraged to rephrase parts of a peer's story in his own words. 
This is a good way to connect with other places and cultures in a comfortable 
environment where students can offer constructive input for the storyteller to 
contemplate. Proofs of the fallibility of man could be conveyed in such stories as long as 
no barriers exist. 
Hearing the voices of others as the student shares his own can be unsettling, but 
he gains valued knowledge that confuses, shocks or illuminates. Teachers have an 
important role in filtering and guiding the tapestry of shared voices without interfering in 
them. Sharing the intimacy of a voice allows students to develop several good character 
traits and an ear to the emotions and thoughts of others. This acquisition of knowledge 
allows students to be critically aware of the information and uncritically aware of the 
classmate. The principle provides a great opportunity for learners to share information in 
an appropriate information frame. It promotes learning in a social and relational context 
and lessens the likelihood that individuals do not atrophy into an incurious state. It also 
improves the ability of students to become more mobile in position; able to adapt to 
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change; and, cope with the unexpected. 
Belief is based upon information that inspires some to consider it real even though 
it is unverified or currently unverifiable. Like belief, imagination and make-belief are 
also based upon information. Students should be encouraged to be creative without being 
fanciful in their voice. If free from undue external influences, teachers should find many 
teaching moments as the students unravel their yams. Students should learn to care a 
great deal about getting their stories and their voices right. Critical thinking and a 
conscientious piecing together of their lives' puzzles would strengthen the clarity of their 
voice. This principle can permit a celebration of diversity where the predominant official 
message is one of convergence. All of these activities promote fmding one's passion as 
well as one's voice. As students construct their voice, the impetus to get it right, to be 
fmally understood and unashamed, directs that passion toward excellence. 
Guiding Principle 10: This principle offers to respect diversity but clearly states 
an intention to "nurture" students' common identity as responsible, self-governing 
citizens of the United States of America. This principle shifts gears from the preceding 
one, and poses what students from diverse places and cultures should think as Americans. 
It imposes external pressure upon students to converge their dissimilar ways of thinking 
into one consistent with the goals of this principle. It is hard to determine whether 
sufficient consideration is given to what the common identity in a pluralistic society is 
supposed to be. This principle highlights the intransigent conflict between proponents of 
convergent and divergent thinking. The principle is strongly essentialist as well. There is 
a utilitarian ethic in educating present or future self-governing American citizens, who 
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responsibly participate in school and in civic life, and are a unifying force supportive of 
the United States of America. 
If the value judgments of the teachers, students and community are incorporated 
in implementing this program, then the common identity of a good American would be a 
democratic one. If the value judgments reflect the policy and positions of administrators 
and officials distant from the classroom then it would be a different one. Since testing is 
controlled in large part by politically connected boards and corporations, then that would 
further affect what is assessed, and in what manner. Practically speaking, the focus 
would probably be on infusing as much of the official perception of the common 
American identity as possible. Each of the competing goals can be reasonably achieved 
if there are sufficient time and resources available to support a teacher's lesson plan. The 
principle pronounces the officially defmed desire, but only accomplishes what is truly 
needed if the actual learning environment is a microcosm of our pluralistic society. 
Both open and closed capacities can be engaged in this principle. Much of what 
are considered aspects of a functioning American can be taught as historical and practical 
information. Open capacities may be developed in both convergent and divergent 
learning. If the purpose of becoming homogeneous, functioning Americans is something 
that is well-reasoned and justified enough to withstand the students' critical scrutiny, then 
teachers and students have a moral responsibility to consider it. They may modify it to 
better represent their own sense of an American identity. These are all open capacity 
operations. Students must have enough time to observe, reflect and construct the new 
experiences that are recommended in this principle. They are scaffolding from home 
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backgrounds and they need clear and rich connections to the new identity that contain 
elements of both. The potential for misinformation exists here from many directions, so 
adequate time, resources and guidance are needed to minimize it. 
Students should be encouraged to be critical and questioning, as well as tolerant 
and flexible. They should not take anything as a given without examining reasons or 
accept assumptions without presuming their potential for flaws. They should be able to 
translate information about the common identity into their own sense of identity. The 
diversity of information from all cultures has value, especially when combined in a way 
that merges them without submerging them. Teachers should model and reinforce the 
students' progress toward hat identity that is common for them. Identities, common or 
not, change continually. The learner's identity expands outward and inward. The 
pretense of a common identity is utilitarian since it is self-anointed guardians of the 
common identity that select curricula, text books and reading materials for the many. No 
other entity would be justified to make selections and decisions that affect itself, the 
common identity. But there no such entity, hence this is the inherent flaw of the 
philosophy adapted to the essentialist curriculum. 
The principle would have to withstand critical examination by the students and 
teachers. Since criticism is a destructive force, a proposed specific end to a line of 
inquiry would have to modifiable as the means to that end. Thus the end itself is 
deconstructed and reconstructed by the increasingly knowledgeable learner. 
Communication requires rules, but it also needs historical background and an appropriate 
information frame. Students should be guided through a social and relational context as 
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they establish more and deeper connections between their own identities and the so-called 
common one. Identities are mobile and changing since man and his society are in a 
continuing state of flux. The common American identity of today will be a stranger to 
itself tomorrow, as it is of its own past. Teachers need to use this principle to encourage 
imaginativeness in their students so that they can impact the common identity and help it 
grow. They should not allow themselves to be absorbed into what some would have as 
the collective will. Passion for excellence is not now part of the common identity, so care 
must be taken to assure that the passion for learning and personal growth is not 
subsumed. 
Conclusion 
It is evident from the application of Passmore's constructs to the MELACF that 
much needs to be done and can be done through a framework to right the educational ship 
and return it to its true course. When students, teachers, parents and the community are 
more involved in policy, they become more invested in the process and the outcome. To 
achieve this, major changes have to occur to shift educational policy from originating in 
distant, centralized, top-down bureaucracy to a more democratic, bottom-up source. The 
final chapter considers criteria that an educational program should meet in order to 
sustain and reconstruct a just and democratic society, if that is what is actually desired. It 
also proposes an alternative framework that meets those criteria through combining the 




RECONSTRUCTION OF MASSACHUSETTS ENGLISH 
LANGUAGEARTSCURRICULUMFRAMEWORK 
Classical perfectibilists (such as Plato] ... set out ... in search of a total order, 
a total harmony .... Neither science nor art ..• could be freely operating loves 
within such a total order; science and art are by their very nature revolutionary, 
destructive of established orders .••• Perfectibilists ••. seek a kind of unity which is 
destructive of that diversity which is the glory of the world and the secret of all 
man's achievements .... (Passmore, The Petfectibility of Man, 1970, p. 326). 
It is evident from an examination of historical background and wording of the 
Massachusetts English Language Arts Curriculum Framework (MELACF) that it is 
trying to serve one master while appeasing another. In practice, MELACF is 
implementing an essentialist educational policy while claiming to advance a student-
centered program. As stated before, these educational policies promote an autocratic 
society or a democratic one, respectively. They reflect a struggle for the minds of our 
children and the direction of our society since the time of the pilgrims. Educational goals 
that would support an autocratic society involve encouraging convergent, non-critical 
acceptance of rules, routines, and policies imposed upon students from outside their 
learning environment. These goals are determined from a centralized, top-down 
bureaucratic or business model type of authority. They are given precedence over ethical 
and humanistic considerations in choosing the means to attain them. 
Educational goals that would support a democratic society encourage questioning, 
discussion, critical thought, imagination, empathy, and passion for excellence in learning. 
Rules and guidelines for achieving meaningful educational goals would be generated 
from the participants in the learning process in a diverse, bottom-up approach. 
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Democracy is an elusive ideal, and there are many versions of it in the world today. 
Those in power continually seek to maintain their superior positions in society. They 
influence the cultural mechanisms, such as education, in a way that will allow a 
perpetuation of their dominance. Russia is in the process of experiencing its own 
experiment in democracy devolve into an autocracy headed by the very official it 
democratically elected to head its government (Levy, Putin's Iron Grip on Russia 
Suffocates Opponents, The New York Times, Feb. 24, 2008). The bastion of populist 
democracy in France has recently elected a conservative president who promised a more 
business-like approach to government. One of his ministers was quoted as saying that the 
French people think too much (Sciolino, New Leaders Say Pensive French Think Too 
Much, The New York Times, July 22, 2007). Our own society only saw the populist form 
of democracy we see languishing today come into play as a result of the First World War, 
when our youth were asked to make the world safe for democracy. 
Autocracies support the idea of perfection because it connotes a hierarchical form 
of thinking that places people in classes of varying levels of perfection. And those in 
power define the terms and make the rules. To Plato, perfection was attainable through 
education, but only for a specific class of people. Through the ages, perfectibility of man 
and society were either considered to be a realizable goal on earth; an aspiration beyond 
earthly residence through a spiritual path; or, not within the lot of man at all. 
Perfectibility may include a belief that man can collectively improve upon himself and 
his environment without limit, until the last breath of the last man is released. Still, 
perfection may be a yoke that is placed upon man's mind, heart and soul. Passmore 
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asserts that perfection is not a realizable human goal. However, he does claim that the 
quest for excellence is not only an acceptable aim, but one that is a vital part of our 
character. To the extent that education does not help guide mankind to that end, it fails in 
its essential purpose. Modem education in the United States is failing its basic mission. 
It is the mission to advance mankind toward excellence. 
Public education in our society has been greatly undermined by educational 
policies that have sought to impose a business model approach to learning rather than a 
democratic one. Although it is important to gather data on factors that affect the 
educational environment, this can lead to an emphasis on analysis over contemplation 
when determining educational policy. There must be a balance struck between theory 
and practice rather than an abandonment of one for the other. The single most significant 
driving force in public education in our society today is that based upon the No Child 
Left Behind Act of2002. As well-intentioned as it might have been, a long list of 
educational scholars, including Deborah Meier, Linda Darling-Hammond, Richard 
Rothstein, Michael Apple, Alfie Kohn, Monty Neil, and Theodore Sizer, have considered 
the presumptions upon which it was based have led to an erosion of theory-based, 
democratic, public education at the state and local levels. 
At the present time the external, standardized, punitive, high-stakes testing that 
NCLB has come to epitomize has eviscerated the body of real knowledge that can evolve 
in a true learning environment. 
Positive effects of high-stakes testing, however, are also accompanied by negative 
effects, which may be often of greater magnitude. The most pervasive research 
fmding has been that [it] narrows the curriculum ... by both reducing the amount 
of time devoted to nontested subjects and by reshaping instruction in tested 
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subjects to more closely resemble test formats .... [It has] also had distorting 
effects on instruction, particularly ... reading, writing and mathematics .... [It] 
necessitates superficial coverage. It requires giving up content-based, in-depth 
units and moving quickly, even if some students are lost in the process. Empirical 
evidence shows a strong connection between teaching-the-test instructional 
practices and test-score inflation (Shepard, et al, Assessment, Preparing Teachers 
for a Changing World, 2005, pp. 310-311 ). 
What is still more egregious is that the negative effects fall more heavily upon the poor 
and minority students (Shepard, p. 311 ). Both NCLB and MCAS fall into the false 
presumption that raising test scores on standardized tests is equivalent to improving 
learning. This perpetuates the vicious cycle, like Hesse's wheel, where the disadvantaged 
are ground further down with each rotation. 
Passmore's constructs strongly support in-depth, fonnative assessment on art 
ongoing basis in which students and teachers drive the dialogue. They should participate 
both in the assessment and the development of strategies for improvement. 
A student who understands can explain, which means providing complex, 
insightful, and credible reasons - theories and principles, based on good evidence 
and argument - to explain or illuminate an event, fact, text, or idea; providing a 
systematic account, using helpful and vivid mental models (p. 281). 
It is the participation in discussions and work product, as well as the mutual respect of a 
community of learners, which reinforces the intrinsic drive that will provide students with 
the passion to become lifelong learners. 
Conversely, it is patent that the business model of extemalization of rewards such 
as grades that has caused the pervasive decline in "children's competence beliefs, 
achievement goals, interest in school subjects, and intrinsic motivation to learn" (p. 303). 
Rarely will children long persist in an activity when they are continuingly informed by 
those in presumptive authority that they do less well than their peers. This is especially 
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true when those peers are placed in competition with them for social, financial and 
societal rewards. He speaks of each student striving for mastery and excellence, even 
though each student may take a different path at a different pace to attain it. His passion 
for learning is positively reinforced through his constructs. Any passion for learning in 
the current educational environment is too often attained either despite the circumstances 
or because of a preceding, advantaged position. The constructs nurture this love of 
learning rather than impose conditions that demoralize students and teachers alike. 
However potentially wonderful a love can be, the present educational policy time and 
again simply starves it, or beats it to death. 
Certainly the external, distant, standardized, high-stakes testing must have some 
overarchingjustification when its devastating impact on students is more and more 
clearly indicated. Evidence-based practice has been heralded as a state of the art 
approach to education. Is the complexity and breadth of the information it purports to 
assess about persons sufficient? People are complex, broad and deep beyond our current 
comprehension. Assessments must be accurately construed for each individual learner. 
Consider also the complexity and breadth of knowledge, lack of bias, understanding and 
empathy of those who purport to have the clinical judgment to apply it to specific 
educational settings. Passmore would likely respond that all information has value, but it 
should be subject to the same discernment and critical inquiry as any other information. 
However, official knowledge appears to be vulnerable to manipulation, as so much other 
data, by those whose agenda may not be consistent with a democratic education. 
In fact, in medical research, where specificity of application can be vital, 
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(1) Studies tend to show that one treatment is better than another on average; 
however, results for a given patient may differ depending on many other factors; 
(2) Research findings from one setting may not transfer to different settings and 
contexts; and, 
(3) The profile of the research participants in any given study may be different 
than that of a particular patient a professional is working with (Bransford, et al, 
Introduction, Preparing Teachers for a Changing World, 2005, p. 17). 
Therefore, the information is no more than helpful in determining a course of action in 
medicine or education. It is certainly not as simple or dispositive as those who use it to 
justify numbing our children's minds and undermining our society would like it to be. 
This study has utilized the methodology of an analytical educational philosophy 
in presenting an intellectual and historical reference for John Passmore's constructs and 
the condition of education today, specifically with regard to teaching English in 
Massachusetts. As such, it does not focus primarily on the "what to know" or intend to 
provide a step by step "how to" teach English itinerary. Its primary focus has been on the 
importance of asking whether English should be taught a certain way in a democratic 
society. In a democratic society, literacy is not so much the ability to decode symbols as 
it is to understand the deeper meaning of what is being read or discussed (Reagan, 
Developing a Lifetime of Literacy, Developing Minds, 2001, p. 337). Students' ability to 
be competent members of a democratic society relies upon that meaning ofliteracy. That 
is why any literacy testing should accurately demonstrate that standard in this society. 
When asking why standardized testing is being imposed upon our students, the answers 
beyond cost-effectiveness, bureaucratic expediency and ease of scoring, however 
correctly, are speculative at best. 
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Schools of Educational Philosophy and a Democratic Education: 
Literature and language are social media that inherently involve an ethical 
process. The further removed they are from the interaction of the learners, the greater the 
likelihood for misunderstanding their intellectual, emotional and moral context. In 
language workshops that focused on habits of mind and intellectual development, 
teachers were asked to consider a student's writing. 
The more the teachers looked at a piece of student writing, the more they 
recognized the complexity of the child's effort and accomplishments. As they 
grappled with the complexity of the work, they became even more interested in 
the child who created it. The more interested they became in the child, the more 
they wanted to meet and talk with the child. They generated questions that only 
the young author could answer. The teachers deeply wanted those answers, and 
they wanted to get to know the child, too (Seidel, Wondering to Be Done, 
Assessing & Reporting on Habits of Mind, 2000, p. 55). 
It should be fair to say that the above quotation demonstrates the function of assessment 
in a community oflearners. To claim that NCLB, MCAS, or the policy-makers that 
spawned them, remotely intend to approximate that type of assessment would be absurd. 
What can be claimed is that these education policy-makers promote status quo in 
which the learning community can only move beyond the information given them at their 
peril. Self-expression should be a person's story of his journey to excellence. Language, 
literature and other art forms have an intrinsic value. That value is truth. When we write 
or speak, it is not something we merely do, but should do rightly. This is the ethical 
paradigm, or praxis, that moves humanity to a higher level. Writing fact or fiction can 
only be high art if it is honest. Unless that honesty is the primary emphasis of literature 
and language education, then it only prepares the learner to use them as symbols, 
detached from moral accountability. 
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With Passmore in mind, the primary goal of public education in American society 
should be to promote and perpetuate the just, democratic society it purports to be. The 
curriculum for teaching English language arts is a necessary component of that primary 
goal and must be consistent with it. Other areas of academic inquiry must also be 
consistent with the primary goal. It is secondary and deleterious to the primary goal to 
pursue forms of education that are justified by authoritarian criteria such as cost-
effectiveness, ease of teaching and assessment, and bureaucratic expediency. Education 
should not rest upon the cold, whimsical pillars of Adler's perennialism. After all, 
Homer's writings are still as vibrantly beautiful today as they were three thousand years 
ago. Plato walked by very real pillars as he told the story of Socrates and wrote about his 
Republic. Shakespeare changed the English-speaking world's standard for writing. Yet 
it would be fair to say that none of them had the use of a book on grammar or syntax. 
Even if Winston Churchill used such books, he did not rely upon them to bring Britain, 
brilliantly and eloquently, to its fmest hour in the dark days of the Second World War. 
Still, some doctrinaire linguist, who could very well have been some sad students' 
teacher of English, felt compelled to inform Churchill that he had ended a sentence with a 
preposition. Churchill responded that this form of pedantry was something "Up with 
which I shall not put!" 
A critically thoughtful learner should not come to the point of mental collapse 
when he or she finds an expert on the classics such as Robert Hutchins to be dead wrong 
on an interpretation of a passage from Plato. Yet Robert M. Pirsig (1928-) did just that, 
and wrote Zen and the Art of Motorcycle Maintenance (1974). This book was honored 
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by the London Times with full front page coverage, something it had not done in a 
hundred years. So, if Adler and Hutchins are questionable interpreters of the holy script 
of classics, who, then, is the unquestionable, classical knowledge source upon whom we 
can rely for the guidance we need in our intellectual growth? Romanticism leads to the 
relative dead end of amoral solipsism as its child, existentialism, has demonstrated. 
Essentialism works well in a static, autocratic environment and less well in a 
flowing, democratic one. It is philosophically flawed and cannot provide sufficient 
ethical bases for why children of a democratic society are taught by means that are 
inherently undemocratic. Who decides what information is essential to a student? What 
criteria are used? Are these criteria derived from the needs of a student, parent, 
community, state, or nation? Is it political agenda, market forces or a student's love of 
learning that drives educational policy? The decision it is more likely to originate from 
centralized, national sources distant from the student's life or community. The following 
describes nationally supported essentialist education in South Korea: 
The state insisted that the labor shortage could be resolved if people used "good 
sense," ... [which] implied a number of things, but the most important was that 
ordinary would be both less committed to an academically focused education and 
more willing to be "industrious" manual workers. In essence, the state 
discursively separated individuals from social relations, individualized them as 
"responsible" citizens, and unified them under the "national" (Apple & Cho, 
Schooling, Work, and Subjectivity, The State and Politics of Knowledge, 2003, 
pp. 150~151). 
Apple found that, even in a strong state, autonomous market forces were often at variance 
with state driven plans for capitalist expansion (p. 157). 
Do children in one country dream less than those in another? The answer may lie 
in how the respective children are educated. Minority and disadvantaged students in our 
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society are often not even counseled about potential options in their lives, such as 
whether they can or should attend college. Homeless children dream of having a 
predictable place to spend the night or a decent meal. In nations promoting an essentialist 
education, students may not be allowed their uniquely inspiring dreams either. 
Students often heard that: "You will only be simple office workers. Don't expect 
too much from your future work. It'll be just simple work." According to 
teachers, they had to discourage their students because many students dreamed 
longingly about future jobs .... A number of students questioned why they had to 
take for granted that their future jobs would be just office jobs. They believed the 
... school itself was forcing them to narrow their goals ... to focus exclusively 
on being an office worker while marginalizing other possibilities (pp. 160, 162). 
Were the teachers actually trying to be kind in excising their students' hopes and dreams 
in a kind of mercy killing of the spirit? 
This study has used the term, "reconstruction," because it considers that term 
more correct than "progressive" or "constructive" or the others in describing this 
educational school. "Progressive" is an archaic term that used to describe advancing in a 
desired way. Progress has been described as being an electric company's "most 
important product." Today it means too many things, some trite or just not very good, in 
describing much of anything beyond medical terminology. "Constructive" connotes 
building something that was not there, such as building a new house. Unless we are gods 
and can build our intellectual "house" from nothing, it is misleading. Education and 
societal mores have always been there. We improve our ability to educate and morally 
defme ourselves by critical review of the systems in existence; deconstruct them; and, 
reconstruct them to be more relevant and meaningful to us and others. 
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John Rawls on Education for a Just and Democratic Society: 
Reconstructionist education is closely allied to democracy, which must always 
reconstruct itself as well. It is therefore important that, before we further apply Passmore 
to English language arts in a society we are told is democratic, we should obtain some 
frame of reference about a just, democratic society. Since John Rawls is a highly 
regarded American analytical political philosopher, this study includes some concepts 
from his work in defining what a just, democratic society should really mean. Rawls had 
written six major texts that substantially pertained to justice, fairness, and ethics as 
qualities of a democratic society. Rawls eventually does contemplate that a decent 
society can be just, even if it is not democratic (The Law of Peoples, 1999), but that is not 
discussed here. It is appropriate, then, to use criteria proposed by Rawls for guidance in 
considering whether Passmore's constructs, the existent Framework, or both, reinforce a 
just and democratic society. 
Firstly, education must be a means to social and intellectual mobility. It should 
encourage imagination and an unwillingness to accept a predetermined "place" in society. 
If citizens of a constitutional democracy are to recognize one another as free and 
equal, basic institutions must educate them to this conception of themselves, as 
well as exhibit and encourage this ideal of political justice .... The basic structure 
of a social is not only an arrangement that satisfies given desires and aspirations 
but also arouses [them] ... over a complete life as well (Rawls, Lectures on the 
History of Moral Philosophy, 2000, pp. 166-167). 
Education should offer all members of society hope and optimism about their future by 
providing a level playing filed, and not be a source of resignation or apathy through 
perpetuation of socio-economic class distinctions (pp. 166-167). 
Secondly, although a just society does not require equality of wealth and 
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advantage, it does require that, in Rawls' concept of the difference principle as a principle 
of distributive justice, its least advantaged have unhindered access to the five primary 
goods. 
(i) The basic rights and liberties: [such as] freedom of thought and liberty of 
conscience, [which are indefeasible and] essential conditions required for the 
adequate development and full and informed exercise of the two moral powers ... 
. [These powers are] judging the justice of basic institutions and social policies .. 
. and liberty of conscience and freedom of association [enabling them] to develop 
and exercise their moral powers in forming and revising and in rationally pursuing 
... their concepts of the good 
(ii) Freedom of movement and free choice of occupation against a background of 
diverse opportunities .... 
(iii) Powers and prerogatives of offices and positions of authority and 
responsibility. 
(iv) Income and wealth, understood as all-purpose means (having an exchange 
value) generally needed to achieve a wide range of ends .... 
(v) The social bases of self-respect, understood as those aspects of basic 
institutions normally essential if citizens are to have a lively sense of their worth 
as persons and to be able to advance their ends with self-confidence (Rawls, 
Justice as Fairness, 2001, pp. 45, 58-59). 
These are defining provisions of the social contract that a democratic society should have 
with its members. They exclude the calculus of the alternative concept of a democratic 
society, which is utilitarian and thus essentialist in nature (p. 95). 
Thirdly, for education to be good, it should satisfy what Rawls calls the 
Aristotelian Principle. This is borne out in studies pertaining to how students respond to 
more or less challenging subject matter. 
Other things being equal, human beings enjoy the exercise of their realized 
capacities (their innate or trained abilities), and this enjoyment increases the more 
the capacity is realized, or the greater its complexity. The intuitive idea here is 
that human beings take more pleasure in doing something as they become more 
proficient at it, and of two activities they do equally well, they prefer the one 
calling on a larger repertoire of more intricate and subtle discriminations (Rawls, 
A Theory of Justice, 1999, p. 374). 
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This principle is intended to include activities from various areas of activities, such as 
those found in more than one discipline. Learning in accordance with this principle 
enhances not only the good of the individual but also good of others. It motivates the 
learner to adjust and adapt as the learning becomes more difficult (pp. 372-377). 
Finally, Rawls considers that self-respect is the most important of the five primary 
goods. This is significant in this study because it speaks directly to what is occurring in 
education today and how Passmore's constructs offer a meaningful alternative. Self-
esteem includes not only a feeling of self worth that is shared and appreciated by others, 
but also implies a confidence in one's ability to fulfill goals to the extent they are within 
one's power. Failure to attain a goal is painful as a personal regret but is much more 
painful when it becomes the shame felt in the social context of the failure. The 
motivation to gain self-respect though mastery in learning develops into a passion for 
excellence. Standardized grades tend to be external and arbitrary criteria imposed upon 
learners that impair the natural dialectic of maximizing self-respect and minimizing 
regret by creating a false sense of shame. The effect is negatively amplified where 
learners are disadvantaged, and positively enhanced when they are advantaged (pp. 386-
389). 
Passmore's Constructs and the Guiding Principles: 
The proposed revised guiding principles for the MELACF act as a change of 
direction away from the existing ones that reflect the paradox of American education. 
Instead of creating a theater of conflict between autocratic and democratic forces, they 
are intended to minimize the influence of authoritarian precepts that are an anathema to a 
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just and democratic society. Just as Rawls' concept of distributive justice is serial in 
nature, so too should be the character of education. These are not to be construed as 
successive stages of learning but priorities of emphasis to which teachers and learners 
should adhere to the extent of their individual abilities. 
This most significant aspect of a just society's educational philosophy is its 
ethical quality, including enhancement of imagination and empathy. Next in significance 
is its ability to inspire and intrinsically motivate the learner to fully comprehend and 
appreciate the environment that affects him and all other individuals and things around 
him. Third is its development of mental habits, skills, and character traits through which 
learners process information strategically. These include observation, reflection, critical 
examination, discussion, scaffolding, self-assessment, social and relational context, 
clarity, conscientiousness and carefulness. Finally, is its imparting of specific 
information with an acknowledgment of the fallibility and limitations of its sources and 
perceived applications. 
The First Guiding Principle: An effective English language arts curriculum 
develops each student's unique writing or speaking voice. 
Teachers and students will develop a social structure within which they will 
inquire into the socio-historical backgrounds of the participants, their community, and 
their ever-expanding environments. This structure will include a social contract that will 
encourage self expression, mutual respect, integrity, empathy and imagination. The 
teacher will act as guide and model in developing the habits, skills and character traits 
necessary to promoting honest oral and written dialogue through use of English language 
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arts. These habits, skills and character traits include observation, critical inquiry, 
reflection, humor, truthfulness, tolerance, fairness, creativity, clarity, conscientiousness, 
careful scholarship, and the processing of information. 
The Second Guiding Principle: An effective English language arts 
curriculum guides the development of thinking and language through interactive 
learning. 
Teachers will offer opportunities for all students at all levels to comprehend oral 
and written English language arts by introducing them to its various art and media forms 
of expression. Implementation of this principle requires teachers to utilize the 
background information of the students in scaffolding their growth at a level and pace 
that is appropriately challenging to each student. Teachers will nurture the discerning 
abilities of the students by celebrating the fallibility of all sources of information, 
including themselves, and the willingness to learn by trial and error, from metacognition, 
and through direct or constructive experience. Teachers will also reinforce the value of 
integrity when engaged in either convergent or divergent thinking or discussion. 
The Third Guiding Principle: An effective English language arts curriculum 
engages learners in drawing connections between their own environment and those 
environments depicted in writings and oral traditions from other genres, time 
periods, cultures, disciplines, and other areas of human involvement. 
Teachers will guide students to create their own reading lists and discussion 
sources from the students' own writings and areas of interest. Teachers will supplement 
the students' lists and sources with such other materials as would enrich and enliven 
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discussion and written composition. Teachers would also encourage students to make 
connections between their learning environment and other environments through critical 
and creative use of the English language arts. 
The Fourth Guiding Printiple: An effective English language arts 
curriculum emphasizes oral and written methods of honestly developing, clarifying, 
and communicating ideas through persuasion, exposition, narration, and expressive 
discourse. 
Teachers will guide and model the vital role that integrity plays in any human 
intercourse in a free and just society. Communication is a means by which human 
society is built. Unethical conduct in communication undermines the social contract 
upon which society is based. Therefore, teachers should inculcate their students with a 
reverence for truth and the inviolability of both self respect and the respect for others that 
a free and honest society demands. The goals of persuasion, narration and expressive 
discourse should be to have the audience listen and consider. Exposition should be based 
upon careful and conscientious research, as well as clarity and coherence of presentation. 
Without integrity, communication may be used as just another form of manipulation. 
The Fifth Guiding Principle: An effective English language arts curriculum 
provides the tools and techniques of oral and written language that enhance its 
power, clarity, and effectiveness. 
Teachers will guide and model the use of vocabulary, grammar, phonetics and 
syntax to improve a student's ability to communicate ideas with increasing substance and 
complexity that match the student's own development. Secondary, but supportive to the 
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substance of what is communicated, is the form used to convey information. Teachers 
will reinforce an appreciation of the usefulness of such tools and techniques in the speech 
and writing that comprise their unique voice. These tools and techniques are essentially 
closed in their application and have an important but limited role in the development of 
proficiency in English language arts in any advanced manner. 
The Sixth Guiding Principle: An effective English language arts curriculum 
assesses student learning primarily through immediate, formative and self-
critiquing. Since mastery of this discipline is based upon the excellence of oral and 
written communication, assessment should be substantially derived from the context 
of a student's oral and writing abilities. 
Continuous critiquing by a student of his own work and the work of his peers 
under a teacher's guidance and support is the most effective way in which that student 
can improve his English language arts competency. Both summative and formative 
assessment should be contextually consistent with a student's oral and written 
communicative environment. Standardized, simple answer testing provides little 
meaningful feedback beneficial to the student or his learning environment in English 
language arts, where the subtle, complex and uniqueness of human thought and 
expression are its primary emphasis. 
Recommendations Derived from this Study 
It is recommended that further studies engaging John Passmore's constructs with 
other disciplines be conducted. In Massachusetts, Gagnon and Goldsmith have examined 
English, history and social sciences frameworks, but this must be just the beginning. 
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Beyond their studies, and ones more reliant on statistical analyses, an examination of 
more intangible areas should be pursued. For example, it can be argued that individuals 
who are invested in the creation and progress of a learning program are more passionate 
about it than those who are given the program. This position could be studied in the 
context of creating a learning community in any discipline that emphasizes a just and 
democratic classroom. 
He stresses how and why we know over what we know. Teaching to the test has 
been demonstrated to be less effective than teaching how to think critically and then 
teaching data. He and other educators have pointed out that policies that emphasize 
information accumulation are, as he put it, "a tragedy and a farce." These policies are a 
tragedy because it negatively impacts the disadvantaged who have no choice in what it 
taught, and re-taught in remedial classes. These policies are a farce because those who 
are advantaged have more choices and more resources to effectuate those choices. This 
goes to the public versus private school debate, where the former must comply with the 
dictates of the distant and disinterested, and the latter who have little of such oversight at 
all. And in the public schools themselves, it is important that continuing professional 
education opportunities explore the ethical and philosophical aspects of teaching. 
Schools that certify teachers should require courses on philosophy and ethics that 
promote the same type of dialogue that teachers should have with their administrators, 
students, parent s and communities. 
But it is not enough to recommend further studies of Passmore and the MELACF, 
as important such work would be. It is necessary to ask the questions that are raised by 
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the study. What responsibilities should be assumed by the federal, state and local entities 
in the democratic education of American citizens? In protection of the rights of the 
individual, should a distant, central source of authority step beyond those outlined its 
laws, for example, the Bill of Rights, the American Disabilities Act, Civil Rights and 
similar legislation? Should it dictate what to know and how to teach it? Does the 
apparent lack of a defined, substantive philosophical basis for teaching undermine the 
attainment of an ethical society? 
These questions and more should become part of our dialogue as educators, and 
as models for the students we teach. A Framework that does not allow the "voice" it 
speaks of so well to be fully realized through constraints of its own imposition then it is 
engaged in a cruel hoax. A community of learners needs to listen to its own voice more 
than the voice of a "blue ribbon panel" they never met. Democracies can only be built 
from the ground up. Therefore, it is the political, legal and ethical responsibility of the 
federal and state governing entities to make its communities strong enough to assume 
responsibility for educating itself as part of a democratic society. This is consistent with 
the concepts of Jefferson when he envisioned the true power of democracy to be in its 
wards, not its national capitol. He wrote about how wards would be used as a means to 
establish school districts. A centralized source of official knowledge and information 
promotes convergent thinking and narrows diversity and dialogue. Varied sources 
encourage divergent thinking and open dialogue. 
The primary responsibility of the school is to educate the members of its 
community to be moral and politically competent citizens of a just and democratic 
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society. Passmore would say that this responsibility includes the emphasis of critical 
thinking, respect for self and others, the courage to question all information and its 
source, imagination, empathy and a passion for excellence. This responsibility requires 
supporting an educational experience that has sufficient resources, the highest available 
quality of teachers and administrators, a close, interactive relationship with parents and 
the community. When this responsibility is met, the conditions for a just and democratic 
society are substantially met. 
Yet they can only be met when the state and federal governments meet their 
primary responsibilities. The primary educational responsibility of state governments is 
to assist their communities to fulfill their primary responsibility. This includes 
identifying, educating and hiring the best available teachers to teach in the schools. It 
includes insuring schools are adequately resourced. And it includes assuring that 
students become sufficiently knowledgeable, competent and ethically aware to sustain 
and improve upon themselves, their community, and their democratic society. State 
governments also have the duty to advocate with and for their communities in meeting 
their educational responsibilities. This may manifest in interactions with their 
communities, other states or the federal government. 
The primary responsibility of the federal government is to preserve and promote 
the pluralistic, just and democratic society established when the United State was born. 
That responsibility is upheld when the federal government protects of the rights, health 
and safety of its citizens. These rights are identified in such documents as the 
Constitution, the Bill of Rights, the Americans with Disabilities Act, the Civil Rights Act, 
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and other similar legislation. Health and safety are presented separately here because 
they represent the most frequently used justification for abridgement of these other rights 
since they are so basic to existence. Unless our citizens are safe and healthy in or out of 
schools, the federal government has failed in upholding its responsibilities. Citizens who 
live in unsafe and unhealthy situations cannot participate adequately in a just and 
democratic society, putting such a society at risk. 
The rights protected by the federal government are intended to assure the 
maintenance and growth of the society that created it. As Rawls stated, a just and 
democratic society requires that its least advantaged members are adequately educated, 
informed and able to participate in it to the fullest of their abilities. An essential part of 
such a requirement is that everyone in the society has an open and equal chance to fulfill 
himself and contribute to society. It confounds the mind to consider how much our 
national governance has failed in this obligation and how much has been lost to both the 
individual and society because of it. The federal government must live up to its 
fundamental duty to insure that all its citizen are adequately educated, informed and 
provided for so that, at the very least, they can participate competently in it. 
The federal government best meets this responsibility, not by policing the world 
but by policing itself. It must assure that each community and state participates in the 
society envisioned by its founders by upholding the laws and protecting the health and 
safety of its citizens. The obligation is not met by dictating what information, or 
misinformation, its citizens are supposed to acquire or the pace they are to do so. It is not 
met by a denial of a diverse and pluralistic America in promoting a standardized and 
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monolithic one. It is not met by perpetuating a stratified society anathemic to a 
democracy through depriving some of its members the mobility to move forward with 
their lives. And it is not met by depriving its citizens of the basic right to life, health, 
safety, an adequate education, and equality of opportunity. In these rights, each citizen is 
to be equally protected under the laws, but in this society, to paraphrase Orwell, some of 
us are more equal than others. 
Concluding Thoughts: 
This study examined the intellectual history of the MELACF and how it reflects 
upon the destructive paradox in American education throughout time. A just and 
democratic society is a rare and fragile entity that cannot long endure an unrelenting 
onslaught from elements of an inequitable autocratic one. The very crisis in education 
today, if one exists at all, is arguably a result of education trying to combine two political 
and philosophical opposites. The joy of discovery and imagination that drive a child's 
rage to learn is inexorably crushed beneath the wheel of mediocrity, greed and 
indifference to the human condition. 
A just and democratic society cannot coexist well with an oligarchic one. The 
ability of educated members of a society to govern themselves fairly and well are 
considered enemies of the state by powerful influences in society who fear the loss of 
advantages, albeit unfairly gained and maintained. Although capitalism on a small scale 
can often be a legitimate facet of a just and democratic society, capitalism on a large 
scale can almost never be. The capitalist model requires a source of accumulated wealth 
to function. On a small scale any disparity is negligible because the owners of the wealth 
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are not that distinct from the non-owners and share a similar moral base. On a large scale 
the disparity is egregious and the owners of the wealth are separated from the non-owners 
by physical distance and different ethical standards. In effect, the right to profit supplants 
the right to life as its economic policies result in a social Darwinist nightmare of 
increased disease, imprisonment and untimely death among the disadvantaged. 
In order to perpetuate that distinction and the sense of pseudo-aristocracy that 
comforts and legitimizes them to themselves, they must control the access to their wealth 
and information. The most effective way they can do that in this society is by controlling 
educational policy and practice. They fear a fair and open educational playing field as 
the creatures of the night fear the rising sun. They fiercely advocate for a business model 
in education because it is hierarchical and they are at the top of the hierarchy. They 
desire decisions to be made from the top down like that occurring in the business 
bureaucracy because it leaves little or no participation by the actual learners in 
determining policy. They promote perennialist and essentialist educational programs 
because those programs not only carry on traditions of biased perspective and class, but 
also provide little time for divergent inquiry or discussion. 
A democratic education should provide the learning community the opportunity 
and motivation to question and deconstruct every presumption and every source of 
information. It is more supportive of a pluralistic society than other schools of 
educational philosophy because it does not assume as given the goals of learning that are 
set by others. Instead it encourages these goals to be molded by the learners themselves. 
It does not disparage wealth but opens equal access to it. Should any aristocracy exist at 
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all, it is the commutatively just one described by Thomas Jefferson as the natural 
aristocracy of ability and accomplishment. Social and intellectual mobility are assured 
by equal opportunity and resources for every member of society, so no place in society is 
predetermined. 
The existing Framework speaks of an American identity. But the true identity of 
any society is how it treats its least advantaged. To paraphrase author James Baldwin, it 
is not the mansions that evince the true American identity, but its ghettoes. Rawls and 
every other visionary of a just society demand that, for all American citizens, these 
criteria be met: that basic rights and liberties are protected; the development and full and 
informed exercise of moral and political capabilities are supported; freedom of movement 
and choice of occupation amidst diverse opportunities exists; power and prerogatives of 
office and authority and responsibility are openly accessible; adequate income and wealth 
is within the grasp of everyone; can experience the enjoyment of the exercise of their 
realized and realizable capacities; and, social bases for self-respect and self-confidence 
are manifest. 
John Passmore's constructs are built upon similar considerations that motivated 
Thomas Jefferson and John Rawls. With Jefferson and Rawls, education was a theme 
secondary to their political philosophies. With Passmore it is the primary theme. For 
educators, then, his is the guiding light to follow in order to seek a just and equitable 
democratic society. His constructs do not contain the ambivalence that is the malaise of 
the America society and its educational system. In fact, he very often warns of it while 
showing how best to stay the course away from the rocks that corporate and pseudo-
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aristocratic forces seek to entice us onto. Closed capacities are necessary and helpful to 
learners as they build their bridges to open capacities. As such, they should rarely be the 
primary focus of education and testing. Information and its sources are fallible and 
potentially biased. Learners should therefore be educated in discernment, and their 
courage to question should be reinforced. Imagination is our path to enlightenment and 
empathy, and as such is probably the most significant quality we have as a species. It 
should be nourished and cultivated as much as any food that sustains us, not trod under 
someone' s concept of the road to progress. Passion for excellence should be celebrated 
at every step we take from our very first to our very last. 
Indeed, the existing Framework speaks of an American identity that is comprised 
of how well we think, speak, read and write. But any identity that is only based upon 
self-reflection is not more valid than an image in a funhouse mirror. We not only build 
our sense of self from our own perspective, but also from how we perceive ourselves 
through others. When we strain those perceptions through a mesh of preconceptions of 
what we pretend to be then we never leave the funhouse but merely move to a different 
mirror in it. What true worth is a language when it is abounds with misinformation and 
insincerity? We beat our breasts with false pride in our society when we point a finger at 
the errors of others and perpetuate our own. Unless we each embrace an exacting 
standard of personal integrity, what we say as a society means little to anyone but 
ourselves. 
As with society, it has often been heard, 
That a man can only be as good as his word. 
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